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. Preface
o \
Th1s training manuaJlis one partsin a set of 1nstruotione1
> materials developed to facilitate the efforts of Georgia edu-
- cators in the planning and implementation of- comprehensive career
guidange programs. The manuel is simﬂer 1n format E.o other
s materials in the series. The meterﬁels are designed for use
.‘with small groups of counselors teachers and career development
+ - specialists who ere 1nterested in. 1mprov1ng thefr c;;;er guidence .
“ c\hpetencies. Eech un1t~3f tre1n1ng materials is based upon a
\ . perticular espect of .a comprehensive career guidence system.
Through th1s systemetic approach the need for specific staff o
‘, - develophent progrem materiels and activities can be detl*mined
and documented. \ \ ,w v A l \f ’
e : Releteo mater1als-produoed by the Georgia Career Guidance
- Pro;ect inciude. audio cassette record+n§sl transparencies, a

sound/s1ide series, a needs-assessmentxinstryment. charts, and

various other suppong materials.

. §TAFF DEVELOPMENT WORKSHOP MATERIALS
4 ’ : : N
- o . P F X
CAREER GUIDANCE TEAMS . |
§ . ) ‘\ 4
GRADES 7-12 ¢
. . v .
_ -,
v -
/f .
» . p
iv Lo .
x
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The goals of any one area can best be understood in the contexé

assessment study.

~of the complete 1ist-of goals: identified in the ¢
The focus of this training manua

development af staff competencies in the area of Relati
can\‘Others (note enclosed box).

INYER&ERSONAE‘
EFFECTIVENESS

\

RORK AND
LIFE SKILLS

LIFE CAREER
PLANNING,

HUMAN RELATIONS
SKILLS

Trust and
Intimacy

Expressive and
Assertive Sk111§

Affiljation and

* Acceptance

DAILY LIVING
Coﬁsumer Skills

Civic and
Communi ty .
Responsibilities

Home and Family
Responsibilities
A -
PLANNING SKILLS
Decision-Making-

Skills
VaTues Clarifi-
cation and

Development

Goal Setting
Responsibilities

>

T e . . ¢

RELATING WITH -

SIGNIFICANT OTHERS

Family Relationships

Peér(Re1at10nSh{ps~
Teacher/Adﬁ1ts :
Relationships
EMP}OYABILE;{
Employment Prepara-
tion Skills

Job-Seeking
Skj11s

. 0ccupat1nna1/

“Educational

Knowledge
EDUCATIONAL

_ENVIRONMENT

Study/Learn1ng
Skills

Participation/
Involvement .

. Skills

Basic Academic

Skills =

rehensjve. needs' . .
is on)the
ith Sign1f1-

-

B

SELF 4

JWALIDATION . §
q{

Confidence
Indeppndehce
¢

Identity

WORK AND LEISURE

_, ENVIRONMENTS

\Work Expectafibns

_and Responsib111t1es

Recreation and
Leisure Interests

Work World
Structures

SELF
UNDERSTANDING s

Self Apprais.i
Skills

Abilities and
Competency
Deve 1opmen

Personal

Development
Responsibility

~

.
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- STAFF DEVELOPMENT PACKAGE - - = Lo
fl‘i)is .tra.*lri*ln'g manual on- “Relating ‘to Significant _Oi:ﬁer.s"
B . Ve Le L . ’ N .
was a‘eveloped for use as support material for a staff 'wh‘lch )
1 X
‘rdent*l?*led th1s process-outcome area as a priority pep The

manual and accOmpany*lng materials were wr*ltten to ass*lst local

-

career gujdance teams in their efforts to improve the qua]ity <.
4

A .
) ~and quant*lty“of their programs. A basic as'sumpt1on und’erlyin/

. the development of these mater1als is that all of us benef1t

from periodic renewal ;- s

ﬂ.

" The conteﬁt of*athfs manual 1is presented' ~1 n bo)l'n‘didact'ﬂil‘
* ‘ticipantS. Small group exper1eq\es are 2 part of the spec1a1
- T
attention-given to the development of competenc1es for. a team
d i : . o ? .
.. . approach to ,1mp1ementatq‘on of Gareer {uﬂdance progranis . ‘-
. " ! ' ’

o - . :
. .
. « e . -
* « .
. . .
.
B
N .

and expe_?ential mode's to encourage maximum {nvolvement of par-:

re
ol

N
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gwith competencies/for heiping students improve re]ationships with sig-

nificant others. particu]ar]y parents. teachers and peers., I?/order to -

achieve this goal career guidance team membprs will need (a) to become
" aware of their own attitudes. to acquire re]evant knowiedge And to
deveiop ski11s that wiil edab]e their educationa] system to imp]ement
¢urr1cu1um based careep,guidance programs (b) to provide for individua]
stufent dngTEEment (¢) te be responsive to on- ca11 needs of staff,
parents -and students. and (d) to promote institutional change that
fosters interpersondi.feiationships. ' - e

. This package can. be used ina variety of uays. Thefmost;ef;ective
format wou]d probabiy be a week- 1ong summer workshop It'couid also be
divided into a series o? one- day sessions but\shouid not be. used with
1§ss than half- day time b]ocks ' T

workshop 1eaders shouid faoziiarize themse]ves with princip]es of

Individual or Adlerian Psycho]ogy before teaching this “module, Basic :

fami]iari&y may be{acquired by,reading from the st§§ested referencesf
/”
particu1ar1y Chiidren the Cha11e¥g_ Maintaining anity in the. Ciass-

room or Psychology in the Classroom, all by Rudo]ph D ikurs.
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' GUIDANCE PA[CK_AGE GOALS: RELATING WITH SIGNIFICANT OTHERS  °
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To develbp an attitude that will fo%ter eguality'among parents, educators, -
and studenfs. »

. : -
s . . ~

'\(. . s( . :
" "To develop attitudes and skills that will allow parents, ‘educators., and
- students, to share the resporsibility of facilitating and reﬁediatinb
. interpersonal relationships L ‘ L );> p
‘.“sg ’ -/\’ ‘ ‘ .
~To develop an understanding of hbw as tions related to goal- directed
.'behavior may-be used to exp]ain tzmppurpo;es of behavior _ Lo

To develop skil]s in correcting mispehaviors and promoting social i%terest

- _ ‘
. i ’ .
: To develop an understanding of critical factors that affect parent child .
‘ reTationships ' . - N - N
v . . ,ﬂ L 3 - -

To develop skills in translating principles of effdctive | parenting through~1i
: varidus means e.g.,. parent consu1tationLand panent study groups /
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I'ntroduct'*lon 5 ’ o

We Hve in & wor‘ld that has meavj*lng for us as 1nd1v1dua]s primarﬂy

v,

in, terms of our~relationsh1p w1th sign1f1 cant others. “For the very young

chﬂd parents are the pr1mar_y s*lgn1f1cant others Tea Recome &

-« [

‘ sfgnificant oﬂ'ler as the chilgenters scth'l and «as th’e ﬂd matures or

'develops soc1a1 awq\eness peers of the same: or. goppos*lte sex b!cqme

'»s1gn1f1cant Nhﬂe home and sciog). acknwledge the 1mpqrtance bf 1nter-A

personal relat1ans w1th sign1f1cant oﬁhérs (IPRSO) the acquiétion of
skﬂls needed for such re‘fat*loi\/ﬁas remained a part of thé 1mp11c1t

curr1 culum. Teachers-,and guidance workers seldom specify Swhat they ‘mean /|

/by ﬂ(RSO and fewer stﬂJ use planned act1v1t1es to foster student

-
develqpment in th.1s area. Vet when quest1oned -students 1nd1cate that
IPRSO is an area of . s’pecif1c concern and one in which :they would 11ke
ass1stance from'fthe scﬁool The 1mportance of IPRS,O fn the work setting

long wi th othe'rs 1s a

\s well d6cumented for the- "1nab111ty to get a)

frequent comment on the/personnel record of dflsm*lssed employee/s Data ]

A .
from the mental health scene and the fam*lly seft*lng indicate the, fq,nda-

t\

mental nathce of IPR§b 1n\soc1a1 concerns. sThis 1nstruct*lona1 pa;kage
, wﬂl pr&tde career gu1dance team members wi th knowledge and sk*l]ls to

1mp1ement activities that will aid in making IPRSO a part of the"

exp11c1t curriculum. Because of this, con{prehens*lve guidance processes

*

are {ncluded to he1p 1mprove re1at1onsh1ps in the famﬂy. sch001 and

peer groups. - ’ ' o e
~, - d . . - v L

r _ | L

.t




: »The fo}lou1ng content sect1on\may béiysed as' a; handout before the
worﬁshop. as a: m1n1 4ntroductory lecture,/or as a comb1nat1on ‘of both.
“Handodts thax are ndt part of exerc1ses or agt1v1t1es may or. may not
be ‘used as m1n1 Tectures. reading matter, or resource mater1a1 for
',part1c1pants future use. The use of such bandouts 1s left to the

:djéérqt1on of the leader and needs of the’ group.

i

L-1

ot




Wy

II. DJMENSIONS OF POSITIVE INTERPERSONAL RELATIONSHIPS
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LIVING AS AN EQUAL

Mutual respect is the bas1c.cond1tien essentiai to the tmprovee
hnnt of 1nterparsona1 relations, and requires a belief in the equality
of participants in the_re]atibnship. F1ghts among neighbors ‘wars
"dmong(nat{ons.'d1vorce and other damaged re]at1onsh1ps grow out of in-
equality dn interpersonal re]at1ohs. Inedua]jttes oceUr when indivi- .
,dua}s‘place themse]bes in a bosit1on of physical, financial, intel- |
Teétua] or mora] super1er1ty over other persone. Teachers, counselors,
and school administrators often p]ace themselves jn posit1ons of .
juddement over students because they interpret the pub]ic\charge to
educate as meaning that the educator is responsible for the ch11d and,
therefore, superior In a democratic soc1ety posit1ons of super1orfty-
inferiority such as master and servani need ‘to be rep]aced by a
- valuing of the un1que contribution of each party in the relationship.

‘ ' However. we are usually 'not educated to behave and think as an
equal. We mave.not been taught by our parents, our schoo]s and other
membehs of society how to live as an equal. Furthermore, we are not
currently teach1dg our children and other peop]e's children how to
live as eqyé]s. Every individual at some t1me'or other experiences
feeflings of inferiority; and each of us often responds todthese
feelings by striving to dvercoﬁpensete. The fear of be1n§01hfer10h
goads us to est2b11sh superior1t; over others. We feel that the way
to gain respect from others is to demonstrate our uniqueness, our

power, and our strength. Ahd, we think that we will not gain

Mutual
respect
i8

/A . e
eaaaential

Educatiaon

- for

superiority



respect or Se appreciated unless we.can‘represent something noteworthy,
S0 we do nof exeose-our weakpessee, fearing others will th1nk‘1essvpf
ﬁs.' When we feel that we are Tess than what we should be, we become

guarded or a1oof to 1nsure that others will not ga1n this know]edge

We strive to be number one to be- perfect and successful. We accumulate |

blue ribbons and often force ourse]ves to spec1a11ze He‘jo1h.e11tef;

clubs:or identify with power groups. Thus, superiority allows us to

'athieve "equality."

e
Inferiority-Superiority Perception

Society. Power Struggl es

Many broad soc1a1 {ssues facing our soc1ety today can be inter-

preted.in terms of the equality ditemma (Dreikurs, 1971). To achieve

LE-

_equa11ty, those who feel inferior or put down form gnéﬁps to get

their fair share, including respect, from theAestablishmenf. ‘Indi-

viduals organize in order to acquire power. In mov{ng through

" organization to a power position, UQE{ are able to achieve "equality"

=3,

_ with those who were formerly in a ;uper1or position. Four major

}

~conflicts in our society illustrate this struggle:

- . R e

. 1. Labor vs. Management

Paterna11st1c management,, which once built company houses and
gave Christmas bonuses to those emp]oyees in a lesser and

dependent position, 1s now fighting tg maintain control over 1t§ _

P

1¢

-

Perceived

infariorit,

g
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own de§t1n§.' Unions, which formér]y wé?e'valued by Wany, are now

L

débicted as tyrants who c16§é factories and gadse_an,1nf1a£1opqry
economy. Labor's use of strikes and other techniqhes of power
’ aqhieved respect but also force@ management to react by defending .

: 1tse1f. Each year the power struggles become greater.
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xf 2. B]ack vs. White (Native Amer1can vs. Cauc&s1an cOu]d be substituted)
\j  The suffering and fear endured by black slaves, and 1ater by black

\ "c1t12ens frequent]y are re- d1recteda£y blacks toward wh1tes In

|

\

7
some 1nstances retr1but10n 1s demanded. Bhack power and black

' pr1de have come to symbolize the "equa]ity&

in wh1ch blacks can
.establish and:create superior‘situa

t;ons t achieve respect. As
a resu]t. some wh1tes band together

ut of |fear and react to the

super1or power pos1t1on as sumed by’these b1Lcks
é 1 "




‘3. Youth vs. Adult )
Parénts frequen}1y talk about raising children as 1f those children ‘ SN
a(g/vegetab1es. nge teachers teach second graders or sophomdres |
as if they are objects. Youth, however, commands respect. They 1 ,
point out that the adult world is not perfect, ﬁhat adults do not. |
héve»;hg‘answers.\and that adults are hypocr1tes because they'do
not behave as they speak. Youth often wjthdraws, organizes into
power groups, and identifies with rebellfous groups who areA
struggling against the estab]{shmgnt. The establishment is per-

ceived by them as paternalistic and controlling. ‘ , ¥

-

~

/

/ . ™
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Y- - 4, Woman vs. Man ‘
Men have been cheracterize: through the -ages as the kings or;ru1ers
of their domain in which they enjoy all df.the accompahying privi-
1eges and responsib111t1e§ of the stronger sex. women formerly |
ach1eved 1dent1ty through sexua] based femininity, child-bearing -

';,ob11gat1ons .and home as well as. fem11y respons1b111t1es, but now

‘ these older means are being va]ued“1ess by our society. Satis—

\.
) factiqns\gained ffom previous re]ationsh1ps are reluctantly
' sacr1f1ced by both sexes, whilefsome women's liberation grqups use
power tactics (similar to those used by other oppressed’ groups) to '
' compensate for prevjous1§ perceived inferiority.
& .
) 5
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‘yon5the.prECed1hg pages which depict these ﬂBWerlstruggles,
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You may want to Wr$\p the following brief outline on the

- Ve

S « L 2 . .
--board)for clarification of the concepts discussed in this section

of the paéﬁage.' éall the participants’ attention to the drawings -
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SOCIAL POWER. STRUGGLES
*© 7 LABOR vs. MANAGEMENT
BLA. .. WHITE

i YOUTH vs. ADULT

"WOMAN vs. MAN
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The ﬁrans1t1on from an inferior pos1t10n b& 1abor. blacks _youth

and women 1s d1ff1cu1t because a dependent ro]e hasqcertain aduantages

t

If one does pot have the ab111ty or resources to compete or risk.

- assuming respdns1b111ty 1s more threaten1ng and undestrable than .
succumbing but hav1ng someone take care of, you In some 1nstances. g
grohps who are in an 1nferior pos1tfon may wish to command a super1orA

position w1thout g1v1ng up some of the advantages of dependency for

©

\ : example, labor unions may want sa1ary guarantees without resk; é]acks
L ' may want equa] work opportun1t1es and yet maintain welfare support

T youth may want to be heard and consu]tedébut 1eave work to the adu1ts, )
X

women may want 1nte1#ectua1 and ehonomic equp]ity but not accept
phys1ca1 and soc1a1 respons1bj11t1es Jdhose 1in estab]ished pos1tions

L~

/be11eve that such stances are unfa1r and form react1onary groups to

]

protect their 1nterest ,gach position d%mands that the other de]iver T
first, and each position demands that the other de11ver first, and

-~

| each position*® thereby tries to maintain a mora]]y superior position.

Th1s "show ‘me f1rst" phenemonon further intensifies the power

'/ " v

struggle.

e

. FamﬂLComnun1cat1on, o _ . T ~

/

The daily comﬁunicat1on in family settings is the primary educa-
_tional medium' for super1or1ty-1nfer1or1ty.power gtruggles. The inter-

act1ons betweenfﬁarents and children often carry many subtte messages
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", .that repn(.int the -values fostered by our striving to become " or appear -
P F) . 1 ” * N

-, to bd superfor. The resulting power struggle between parents and “ .
-. ' * . : : ' Lt /

\

crlﬂld'ren }es'eihub]es' t’hé{sd;?a] Equah‘ty struggles in o‘tﬁerlsoci\al N . ‘~
settings. '( | @n P ' L[

' Examine a )typ‘ical pérént{t‘:hﬁa'ﬁfal-o_gué at’ ,fhg"tﬁ“nner,' fap]-e. :‘" — '\‘.
Y»o(:tmay have partit;{ipate}-in’ such a convﬂersa'fion' yourse]ﬁ r"ecer‘iy};. . )
: T’h’e‘ par‘?nt Lnitlz.iafes 't.f “d§scuss_.1l'on with y‘hevcommop qu“est10n. "l}hw : _' % T
did you do in school ttoday?" The child answers,, "OK." The parent 1 |
'foHvov.ls up with guesvtionfé about specific are;a';.?;;»;f The chﬂd"g?v;es brjje!f.'}

positive:”_but defensive dnswers. The parent.-uis_ frustrated and 'tr}é R /

chy{d is unco@fo_rtab]e. .Why are’ pdrent-child conversations usually™ 9
, - ‘ & - i N IS .
- ‘tarried on in this ‘fashion? Because- behind that simple, initial, . IR

‘ R . ’ . ~ : . { -
: parental ‘Question may b€" hidden messages that represent. pargnts'

-

s

é]qéd super‘1.'o'rl positien. = k.-

concerned about you 1iving up to my'expeétgtions." '
.--"'I mj‘ust cheék on you. I do‘ not have faith in yo:u',/."' | ' )
/ --"1 must control your behavior or.it w?ﬂ ‘not be good epo?gh."
--"1 have the right to ask you without disclosing why. -
ad --"1 have no ongati(E to 'disc}ose dnything about nLysLlf- or ny .
pr‘ob]em's.t' : _ - - / \?’
=" tr:ink, &,our discussion cap‘;b1lit1es are Timited to school work-- ) :

not world events or community probﬁems which {nterest*me."

L4
o P \ IS
B ) . " . :
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—"I am strongzyyf1n contro], so tell %E yoyr prob]ems and I wil?: te]]
you‘pow to so]ve them ?.%'. s R \

A, :teH you how: yo%can be ~better © SR

The ch11d soon Lsarns to g1ve guarded or expected repfies to o

.t

; maintain h1s/her pos1t1on and get tbe parent of his/hgr’ back.
\

fr
cburse if the chde wfshes to é]icit the parent s aid in the cf?*d s)

s -
- own superiority strugg]e. she/he asily drops hints about unfa1r
s1tuations and imposs1bTe prob]ems tn schoo] s -

. o “ L/
N ‘ & \ . L N\ ) : .
Superiority Tactics

[

Vj
. ; ; “ o, ;>
. As we go through” 1ife we learn communication games’that carry _
messages about our gtatus or desire for status As depicted by Berne

1n Games People P]ay (1964), peop]e p1ay superiority games tHa;

approprjate for the etting. Somet1nes we are in a super1or pos1t1on
and sometimes we arefin an inferior postt1pn.

playing bothfp0s1t1ons. The mos t obvious'examp1e§1srthe one-up game--

U £ you think that's something, wait ti11 you hear what I d1d wy

The put -down .or §our grapes method 1s another common approach In onr
discussion of superiority this approach is saying, “"See, they are not
better than me." Some one-uﬁ'taot1os, however, are much more subtle.
For examp]e. it 1s k\\/\n for us all to fee1 that we must say some- ‘
thing interest1ng or impressive to estab]ish\ourse]ves with someone we 7
have Justﬁhet. "My ngighbor asked mé how I was able to get’so many

LY

3
% all.are capable of

Like TA
"Parent"
"mi zd"



.+ Yn us.

. " ,;- ‘ '.-‘.. :' .
- fth1ngs d:ne”jnd 1 to]d him 1t was}a matter gf;zeTf defenSe.u L"

éssence we are sayfng. "Let me té]] you whatZI can-do and what I have

<9 .
-,,to,overcome." 0n1y then do we be11eve that omeone w111 be interested .

/\( ‘ .‘? [

~ - ¢ T
\. AY

Displaying -an 1mage of strength is vTewed’“s a way to gi\n

~

i irespect ~ For years, our striving for the 1mage of strength hai been

represented by the 1doT1z1ng of the "pTay%pg it cooT" hero. Somggne
. whd can do things without really try1ng represents someone we would

1ike to be. Movie hero James Bond former]y represented this idol

) . {
- far many men., He was*%trong. exciting; and we]] dressed He fought

-and ToVed w1th great success. He drove new cars and was adm1red ‘by.

h1s co]]eagues. Today we have ant1 -hero mov1es--heroes who neverthe-
T’[Tess have the.same cool, effort]ess strepgth we hdo]ize. Th? stars

of the mov{e and TV series M:A: S H.-cavort around in a rebe111ous.

v

anti estab11shment manner’and are stil]l able to perform maJor surgery.

: ]
'wfh wars, and be sens1t1ve to the nee

of mankind. This is the

,,contfmpgrary way to be cool, strong and superior.

Teachers and parents usua]]y represent estab11shment type B

super1ority Th1s position is ma1nta1ned by sopme conmon strategies.

The term maturity 1s often used to p1ace ﬁhe adult in a one- up pos1t1on.
Messages 1ike, “You could understand if you had 1t," and "You will

N~

undegstand when you get 13/" are frequent]y sent.

'"*

Students "have often

. "Students must be ﬁade aware that change comes:

12 2y \ »; B

' heard.the foTTow1ng

sTowly." B
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Another sfﬁﬁ]ar game position featUres hard won-eXperience and

dh*que experient{a] knowledbe ‘"Here 1s someth1ng jou don t,rea11ze

The meﬁsage points‘BUt the fact that such know]edge wasLearned afteﬁ a
long s¢rugg1e and thenefong, it must be worthwh11e If 1t is not, \
then the earner has been stupid and not worth Very much. Eg\eb11$he3

. ‘se]f respect cannot afford toigeal w1th this possib111ty Accordingqto

S~
time and exper1ence is assumed to be the equalizer.

%h1s pos1t1on seniority automaticqgly br1ngs knowledge. The magdc of

Out-droup attempts at superfiority often;grow out of moral

. superiority positions. ige ouk-ghodp typically puts down the establish-

ment as’ imperfect and worthless. The out-group suggests some£h1ng new,

not experienced by the eétab11shment, becausé "You haven't been there
~.

so how do you know?" Ado]escents tell. adults that’adu]ts have for-

gotten how it was and that th1ngs are different now. Blacks have an

unusual exper1ence--qppressed, suffered, joined together—-they have

sou].” Someth1ng mysterious, unusual, or spec1a1 is created to,make
a person or group super1er. You cannot feel "1t" because you are not
cépah]e of being. there and, therefore, you cannot understand or

appreciate "it." To prove this boint special language, music,

gTothing, or other badges or symbols of uniqueness are ysed.

S1m1ler1y, a‘morally“superior'pos1t1on may be assumed regarding some
aspect of ]ife in which the.establishment has failed. Poverty

struggles and.p%110t1on concerns have been social issues‘1n this out-
) . : !

" group gtance.

' . ’ .
. s ( ‘
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Superior-,
ity



b . . : : ’ 1
° s
) . . . /s
Q . ) . . » . ‘ -

/?,‘ - He tan observe curiént dialogues thar represent establishment
o ;versus out-group struggles for superior ‘one-up posit1ons. Note the

tact1cs used in. the following dia]ogue between a teenager and a parent'
P Parent - Drugs are bad. People who" us; them get into trouble.

| \\\\ »Teen s How do you kz::ban lot of, kids who .take drugs are not bad.

o ~ Parent - You don't 11;e\ah(<your life could be affacted.. ) A

:'-~,* - Teen t's not any'sorse than drinking. ' o o

| Parent - Does that Justify 1t2 = ol

Teen -Everyone's got their cop out.

~ fie cin hear the parents use of matur1ty and experience to talk

'. own to the teenager. The teenager countered with someth1ng,the\
p rent-ddd.not know--some’ teenagers«have&used drugs and are not bad
le because of\{t--and thereby‘attacks the unilateral and un-
r-equi ca] statements. No respect for one another s feelings exists
because each attempts to. deaT from poner. .

| The fo]]ow1ng 1s a d1alogue from a campus situation. The setting
_1s a confrontation between a student activist and a student personne)
uorker. 3
Student Activist - Hey you--you"re a Doctor Somebody aren 't you?
Personne] worker - Yes, I have. one kind of a doctor's degree.

Student Activist«- Then why don't you make courses relevant?

Personnel Worker - What do you mean--"relevant?”

T

R § &




. p?esent course offerings.

Stydenf’Activjst’--Turkey; you've got a doctor's degree and you

'\\QOn t know what's re]evant? e \
Personne] Norker -1 would-11ke to understand--g1ve me an examp1e.
Student Activist - No use rappin w1th you if yau' don t know
where it's-at.” '

—

The studeﬁt’persqnne1 worker prefers to discuss specific concepts

“since he 1s confident thdt a rational approach wt11‘}eadﬁthe student

_to~ﬂnderstand'h1s’own inadequacy or misunderstanding (lack of

experience and maturity). ‘The activfst uses a special language and a
"see ybu don't know everything even {f-you have an estab]ishmqnt

doctor's degree" putdown. In reafity.'the-coufses p?BBably are not

’re]evant. but a1so. there probably s a Just1f1ab1e reason for the

-

,:Jf

Livtgg as_an Equa]

Be1ng equa] does not mean being average it does hot pu]i an
individual dqwn. To 1ive as an equal does not require-a person to have

equal abjlities, 5kf11s' or even equa]noppOgtun1t1e$ Unfortunate]y.i

-to sbme people the concept of living as an equal 1mp11es that a

person must be bland and conforming or even weak or soft This is not,

the- case and, in fact, quite the. oppos1te 1mage might be cons1dened

~ The person who operates from a basis of equality is morenyke]y to be T

. des¢r1bed as confident, strong, and able to live in a competitive

society. ) T
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How would I behave 1f I felt equal? Here 1s a composite picture

- of ln 1dnalizcd self:

I am able to assu;h rcsponsibilities. I am not a stereoty ed
" person.. My basic essence is the consideration for. the rights

';and interests of others while standing up for my own rights.

To be considerate of others' rights and interests, I must be
sensitive to.others. The behavior that demonstrates this
characteristic 1s the ‘ability to respect others' opinions and

‘take time -to look at things: from their point of view; "l can

understand how you feel 1ike that." I listen to others,
restate and clarify the other person's concerns 1n my own
words. I am able to 'share my own feelings because I have -
faith 1n the willingness of others to understand my ideas.
Furthermore, I am able to examine my own uneasiness and ask
for help 1n explaining it. I am willing -to offer assistance
to others as they try to understand their feelings. I let:

" others know how they affect me. At the same time I am able

to'stand up for my rights. I mind my own business and do not
worry about controlling others. I speak for myself and do not

- hide behind a group spokesman. I do not feel the need to be

undGsual, special or superior to be appreciated and, therefore,
do not over control my-behavior for fear of eXposing 1nade-
quacies., As a result, I tend,to be spontaneous and get into’
action.” I state what Y believe will work and specifically

~.do those things for which L: have accepted responsibility. My o .
- ‘manner of expression is one of firmness-and kindness. .

| Equality Guidel ines

PR

Mutual respect is basic to developing feelings of human worth

~and dignity. Mutual respect in the classroom is more than seeing a

j/person of value'as a resource to be deve]oped Students in the

classroom-are individuals. They are not the same, but are 1nd1\jdua1-

-1stic with d1ffer1ng talents, differing behav1or. different wills

"‘Many of their behaviors may be unacceptab]e orxgtén deplorable but the

16
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person is valuable, even if the behavior is not. The following - '( '
’ suggestions allow a posture of mutual respect to be demonstrated and. | How to
. foster reciprocal equalness-type behavior in others. . " f::ﬁ?:

1. Disclosure of feelings acknowledges thoughts of nadequacy and | ,ﬁzzgiﬁg-

'_coneern but also promotes a faith in overcoming problems. Dis-
closure of. feelings should not be cenfused with complaining. The
problem solving process 1s shared. Ih additioni, a concern for
others may be expressed w1thout an attempt to control their be-.:

*
‘v1or. Be interpreting others' feelings into one's own terms

- dempnstrates understand1ng Making observations and statements :
about relationships without fear of losing mutua] respect demon- Cz) )
strates strength and faith in one another. This d1scTos1ngvprp-

- cess prev1des an Opeortumfty-for the’;rojectien of some unspoken.
. | connotatiens: . \ » ‘ : . ' .
--"I have faith that you will understand." (
--"You will appreciate my uniqueness and f do'not have to flaunt
it before yoy. "o o -
" =-="Your comments mean somethfng to me." | .
. =="I need and appreciate your support."
-"You also cen.disclose th1;gs;te_me."

2.\ Commitment of time and effort implies worthwhi]eness. A willing- ~

wess to take away time and effort from some other pleasurable or

“desirable activities demonstrates caring and respect. Faith in

L
o

30
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- future contacts and.rglationshipq can be éxpectétho.gruw from this
: ._ CGIIIE‘I tment bécause 1t proyidqs; "somathing in common from which
future interactions can develop. This willingness to 1nvest also
relieves the'pressure'for'instd‘; subcgss and exéresses faith in

a satisfactory manﬁér,of dealing with one another. A college
studéqt captured the importance of th{s aspect in the negat1Ve"
sense when he said, "My advisor makes me feel %s 1f 1 am 1h£rhd1ng

on his time."

Explora;ion and risking together develops a sense of belonging

., that comes from struggling together. Putting yourself on the 1ine
for someone 1ndicates that you think he/§he s worthy of your
“interest and {involvement. Talk is cheap, doing is difficult.
Risking failure could qndanger‘the sglf worth}bf,either ﬁarty. if |
mufual respect were not present. Qoﬁygrsely, staying aloof or
feeling guilty Keeps one in a 6on-do1ng but superier position.
The'e;ploring together exposes: humanness (imperfections) and
Dintegr1ties'(strgngt' ) which allow for ﬁon-threaten1ng involvement
in fuéurg situations. An accomplishment reached, together provides
ev1denée‘of strength and Just1f1catidn for further involvement. In
a given situation thinking in terms of "we" rather’thﬁn "her" or

Jme" will develop.

Faith in the benefits of social interest allows us to recognize the

uniqueness of an individual and encourages an {nteractive

s 31

Investing
in . .
othets



’

B 4

A

-Q’f"

. ' .

* this 1nd1v1dua1 that I f1nd "lnteresung? Here 1s ‘an 1nterest1ng

‘ﬁ
[ A , o
;'o Do . "

—
~—

spontane1ty that mode]s honesty and{faith "What is there'about

person with whom I.can -interact 1nlmany ways." Reacting from a T\\

uwhat's interesting to menﬂg'parture results in q\;!fura1 honest.

non- contro]]ed react1on. th 1n the assumpt1on hat every human_
be1ng is 1nterest1ng 1n his/her own fashion a]]ows th1s to be a
provocative way to enter re]at1onsh1ps. Becker (1963 p. 246)
1ns1ghtfu11y captures the u]timate expression of this quality:

"The Tover thrives on the un1que qua11t1es of his object, parti-

- cu]arities found nowhere else 1n the world." Equa]ness is

estab11shed by the recognition;@hat one party apprec1ates the other
porty w1th proof of th1s demonstrated by the spontaneity of (
react1ons to the 1nd1v1du1 s un1que attr1butes. Rec1proca1
rehct1ons are based on the coming .together in a un1que persona]
re]ationship Gibbv(1970. P 52) 111ustrated this process as he
described his d1scové&y of a trust1ng re\atjonship with his son, °

i

_Randy:

From this exper1ence in playing with Randy, I learned
again that when 'l play the role of father .out of a sense
. of duty and obligation that this is a 1ousy-§h1ng for me.

- and & lousy thing for my:child. - A role re)ationship or

a duty relationship is essentially hostile and counter
~growth, I sti11 play Foles with Randy, but I am a

11ttle more aware.of it each time and I do it less and

less. I am learning to say 'l don't want to play,' when
~ 1 am busy or want to do other things. Even better, I

am beginning to try to work out with him things that we.

a

&
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both 11ke to do. When we find something that we both
, lika.~w ch we often do, 1t 1s tremendous. en I jam
~ ° “afraid op anxious I often revert to role. when 1 am
to completely trusting, I am role free. Trusting people
> ., bacomes more personal. ‘ )

>

s ,
€ s

s Eg‘ality in- Diglgg . . j}~—-*‘ o R

Y Equality in dialogue is necessary for productive comnunication

;> An’ issue dges not necessarily determina the mood y form. or outcome of
a meeting of minds, but the attitude of the participants involved in
the discussion may determine that mood and form. Dreikurs (1971)

S noted that what one does,is less important than how i@ is donf"and

under what circumstances 1t develops. 0pposing theQries open new ' Respeat
- - 1" not
dimensions and gprizons as we]l as enrich and stimulate thought. This _8ub-

migaion
-view, rather than fear of subnfission, avoidance of unp1easantness, or -

" protection of'faﬁse pride; allows for aoreements to be reached and =
subsequent action _to be taten No one . 1s humiliated in the process- . (-
Parent: I am bothered by the reports of drug usagé and 1 am especially.

concerned about how 1t might effect you.

" Teen:. It's not any worse than some other things--like drinking.

Parent::,l get the idea you think I ,am-going to give you a leéture on

——

drug usage. I'm 1nterested in finding out about drugs and
> N

how you feel 4bout them.

Teen: 1 know some kids who use drugs and they are not bad.

!




. .- . ‘ .
/ ° ' . ..
- N

.'Parent:- I didn't say they were--lfn bothered that you already have my -

-

- reaction pigeon-holed I rea11ze you axpect adults to react
. that way but I would prefer to d1scuss 1t‘w1th you without '
. jumping to conclusions about the goodness and badness of 1tv-’ GJ

‘all. ot ) B N

Teen: YO.:;Y-Where do you want to stort?' -
u

o
.~

»

AJ

v.fParent:- I 1d 1ike to knowﬂsome specifics about howfyour acquaint- -
* ances: have comeleboot osdng drogs»and what was your reection
to them. I have visions of whatfis described on televison
. and the 1ike and I get the 1mpress10n‘from yoo that 1t must.
be different than shown. there. o '
In the abOVe parent -teen discussion the teenager is obv10us1y ) -
defensive, probably with justified cause. The pegght however. minds o
‘f her/his own business. d1sc1oses feelings, shows a w1111ngness to .
é%mmit time, and a willingness to e§p1ore'fhe subJect together. |
The defensiveness of the teenager might never have rea d 1tse1f
‘equa1ness had been fostered in dialogues of earlier fonn tive
years. £ou1d not the discussion at.the dinner table, initiated by the v
~ parent w1th the question, "How did you do in schoo] today?" have gone
/qfferent1y 1f equalness had been fostered earlter? The congotat1on

/

'oﬁ the’ parent's message then would have been:

.L-"I find your activities interesting."” !
:lylfam confident - you foundfsometh1ng positive in your day."
| , >N ,;

A - L




: --"Nhat you have to say re'lates to)rne and my day " |
'}ff"L did something today that { will subsequently sha;b with you.{

-"You are donthy of conversation "

--"Be1ng part of your 'er 1s worthwhﬂe "

--"You can 1nqu1re about my“day n : : W

. lﬂth the above messhges bepind the quest‘lon It is extreme1y ;

.2 '
doubtful that the teenager yould answer \s‘lmp'ly. "0 K.". Instead a

. un1que personal d1alogue could ensue’'which would make 11v1ng as an

| equal a rJa'th. . .

b

X
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57 _Activity #1: -Mutual Respect Inciderit R | ' R
. . . . ) % .. Fl i . . ‘[ . ‘> . . - Lo

N _ '&' S S
VO Purpd‘i: _ to create awareness through examples of how dnquality exists, |
B - N T SR
A_gtf\;i.ty; You will be asked to -listen as your leader reads two situations. s

T

VA Group':dflscuss‘ibn of the si tuations will follow.
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. “ . T '.:J ) . ’ ‘ S
X “Aotfbﬁty #1: hMutua] hespect Incident (30'n1nutes naxinum)
\x\\\/ m_'i o | | s | . .
TH/s activity may be used as an 1nzroduct10n to the workshop and as
4:“ e way for you to\roIato provious reading materia]s to the workshop.
'L . The following situation is oftan used—to 1ustrate parentteenager
) relationships/ Let s reviiw it. .(Read ?o participants ).
AN - "Supposo Jou are a parent of a teenager who wanders int6 your.
-‘,; - Tiving room w1th y magazine; 51}5 down on the sofa and 1nadve:tent1y O
. puts h1s f*_xg:n a new table you\have just bought. What wor]d be your
res nse?“ t)pesponses from -the group. ) \ o
"A fe]]ow uorg,r whom ’you admire very much stops ﬁo te11 you
about something 1nterest1ng that happened at work. In the heat of the
o dislussion your fr1end 1nadvertent1y puts his feet on the new tab]e you
B have Just bought. HhatAmight be he typical reSponse?" (Get.responses
from the group. ) | j> o '
Combare the responses w1th the group What are th;\\ssumptions
X behqnd the ‘responses? - '
9; How do these situations re]ate to the concept of e;uality?
' Focus on awareness of ‘equality not not resolution of, s1tuat10ns in .
your, d1scuss10n S S
If you wish to 15:nt1fy other s1tuat1ons for a group 1n whigh these .
seem {nappropriate, please fee] free to-do so.
By all means, attempt to generate quick responses as in a bra1n-

‘storming exercise - don' t let the discussion lag.

[ \
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Activity #2: Clissroqn’yfgquaﬂty o )

e !

Purpose: to increase participant awarenoss of factors indicating ciass-'0 ~

»room,cquality;a o o . o ﬂ , - R
o : N \ - . '.\ : . l' .’/
Activity: Asa group, brainstorm a 1ist qf school practices which can '
/7" =7~ result 1n treating students as-unequals. Focus on classroom
and non-classroom s1tuations/{ " T (.7
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Activity #2:\Classropm Equality (29\-mifnutes max1mum)
. | ‘\3 AR ) . Y

1. Instruct the gr“oup to brainstorm a Mst of school practices that

result n treeting students as unequals. '. . .

2. Try to direct. the focus of this brainstorming session to classroom ’

and hon-classroom school. fractices. - T .
3. W/a 11st of these practices 041 the board as' individuals suggest
them. *\ . %< -

4. Ask the grtfup to divide the lisg tnto categories /of practices such
- as: classroom practices sﬁpervi sory, admini stritive,or r'&le-

©conflict. N

of practices in which fhey mf/ht be. a‘mol K
. 5 sy 4 . x
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Activin' 03. ’h\e Courcge to Be Imperfect - o

Purposo

N

to increase participant cwnreness of the ffec‘ts of criticism

on var:\,ous tybns of people and-.Q exam)ne persona'l need for |

socfal o‘)‘lty ' , _ : o \

. Y

Activity Listén to the. lpedvpresentatiw COungr to Be

Imperffct." by udolph Drefkurs. Your leader will then lead

. a discussion ‘of the content of}the tape., - ' R ;
1‘ =, .. R ! s \ . ‘ .
| N ’
' !

J . .'/\ \ . ,
. B 3 A - o - c ’

s ¢
%
- i .
~ L3 ¢ - .
. 4 ‘?,
~ . il ? ? «
L .
Cy »
» SR
v ') . / ) \
%
o . .
3
1,
)
n )'\
10
. 3
P .



' Aftivity;faz The COurage to Be Imperfect (20 nnnutes maximum for dis—
o cussion after tape) '
/} 1% lngrodqgn the tape as related to the soéial equality points just
"~ ¢ .discussed. : Note tne tape focuses on why we are unwiiling to be
" criticized and why we individyally demand social equality.
<2, quy'thé tape of "The Courage to Be Imperfect."
-3, Jnfterabanticipnnts n§39°1isténed toithe tape use ;he Communication-
Encouragemont Circles to discuss the content. If'thé C-E format
'seems impractical because of less than 10 participants. have a triad

] discuss the contant with remaining participants observing

®
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Optionaj Activity i3:-’Communicatfbn#Encourggement’circ1ps (requiring a

_minimin of 10 participants) B

£ . 1 U o e
Gntting Started

i

1. Divide yourse1ves into two groups. : - $$’

2. One group puts chhirs in a circle. ‘ .

3. The othar group forms a c1rc1e with their cha1rs outs1de the f1rst
circle. - . - _ ~

Eventually ‘everyone will have the opportunity to participate in each

lc1ﬁc1e. You will, find yourself doing two different things.

1: witile in fhe Inner Circle (IC) you will communicate by listening and
,shaﬁ1ﬁg your feelings and thoughts. about "The Courage to Be Imperfect."
2. While 1ﬁ_the Oufer Circle (OC) ydu w{11‘observe the njrt1c1pat10n of —
an assigned partner in the.Inside'C1rc1e,&nd‘11stén carefu]iy to ideas
‘ expressad. Later you will give positive feedback to your partner.
Remember PP | 1_
1. }f you are. in thg Outer Circle (OC); you cannot discuss the topic.
| You will have one uninterrupted minute to give feedback to your partner.
2. During the feedback sess1on each 0C member identifies for the IC
partner what was good about his or’her communication. _ﬂll positive
things can be stated. ' . “
-3. If you are in the Inner Circle (IC), you can participate anyway you
wish. Just by attentively 1istening you can participate in the
- communication process. As you feel more at eése in the group; you wi]]
find yourself sharing your feelings comfortably.
4. During the feedback session, ea;h Ip.memﬁer w111'rece1§e pbsitive

statements from the OC partner regarding the tob{c discussion. The

IC member §hou1d’gg£ talk during the one minute feedback session.

L-6 (j
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“The Courage 'to Be Imperfect"'

From @ coeech by Ruép]ph Drefkurs, M.D.

. ‘I have chosen today only one aspect<of psychological importance to
pi¢seat to you for your thought and.consideration; the subject of "Tha
Courage to Be Imperfect.” In this one subject and topic it seems :at
a numbe;~ of basic prohlems facing us come to the fdre. In this subyzct
and topic we deal with our culiure; we deal with the need for a re-
.orfentation in a changing culture; we deal with the basic problems of
education;“and finally, we have here an area where we may even learn
eventually to deal more effectively with ourselves. '

e can well see that perfectionism is rampant today. A great
many people try so hard to do right and to be right. Only a few
psychiatrists are perhaps catching on io the implications of such a
_desire which has highly depreciated our fellow men,-ocur society. So
. 1t may perhaps: be presumptuous to ask'what right do we have to inter-
fere with the peoples' desire to be right and to do right and to bgcome
perfect. 1In a certdin way we may even copsider the term and the notion .
or God as the‘ideg} of perfection. The question of justice is in-,
trinsically 1irked .tc the demand.to.have the right--the right dis-
- ¢inguished from wrong~¢pﬂnishing for ‘the wrong-and perhaps praising the
right. Moral standards”are impossibie without a clear distinction ‘
segween ights: and wreng, and-stimulating efforts toward the right.

Let uz.perhaps Tirsi state the one thing: right and wrong are
Jungioents. . Tn many cases they are valueless judgments. "The right
and weong can be cle:rly defined only when we have absoliutes-only in
an absolutistic way can'we say "that §s righ:" and "this is wrong."
CAa? thers zve many neople who out.of the tradition of our culfure are
SRS Teobiioy for this absolute.  Truth is an absolute; somethiag is
Yehee wrons "o right, true or false. That is how we think. And

,4§.Hﬂaps thao s tro way we have to act, ‘
. - N .. k] )
AL do t veailiTe sp ofing 15 that,all of these absolutes
i duat 30 SOl lization which has oecome'democratic. [Ssolutes are
con’oopesiuin U0 we have an authority which detides what is right and
Laini o Re Far g e are coneuenad in our private Tives wa have
baoo L oeper o wuthorivy -hecausa ‘each ‘one of us determines vor himself

aal gy orbar s wad what i wronéa)whdt 13 wrong; what is true and what
¢ $ats. kut whan it comes tr a gederaiized statement, then we run
tnte rrob Jes. Waat is right for the one may be wrong for the other

- ‘ | .
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one. What is good for one, what 1s. beautiful for one, may be not so

for another one. And as we are losing the authoritarian order in our

society we lose more and more the. authorities which establish absolute

Judgments. The entire world where even science has to make this

adjustment--mechanistic science in the 17th and 18th centuries was

still under the 1mpress1on that one can easily d1st1nguish between

true and false; the truth must be found, despite of the warning of

philosophers 1ike Kant that the real- thing can 't be seen, that every-

thing is approximation. \
So we find today that right and wrong are a]so approximations: We

can only come closer to the right and see clearer something which is

- not so right. But the absolute right does no longer exist. The same

. Way as we can never again dream;about finding the absolute truth. ‘Every

t th is approx1mate for the time being, until a better truth is found.

- *1 have found many. many people who try so hard to be good. But I
hdve failed yet to see that they have done so for the welfare of
others.. What I find behind these people who try to be so good is a
concern with their own prestige. They are good for the benefit of
their own se]f-e]evat1on Anybody who 1is really concerned with the °
welfare of others won't have any time or 1nterest to bec concerned
with the question of how-good he 1s 1me . _

To explain a 1ittle bit further I might perhaps present to you -

"two ways of movement on:the social scene; two ways of working, of ~

~ applying oneself. We can distinguish them as the horizontal plane and
the vertical plane. What do I mean by that? Some people entirely and
"others in certain areas move on the horizontal plane. That means that
whatever they do they move toward others; they want to do something
for others, they are interested in others--they merely function.

That 1s c]ear]y distinguishable from another motivation by which
people move on the vertical plane. Whatever they are doing, they are
doing 1t because they want to be higher, they want ‘to be better.

“As a matter of fact, improvement and contributions can be done in
either way. There are people who do something well because they enjoy
doing {it, and others who can do something well because they are so glad
to prove how good they are. Even human progress probably depends just
- as well on the contributions of those who move on the horizontal and on
the vertical plane. Many have done tremendous benefit to mankind -
actually motivated only by the question of proving how good they are--
looking for their own-superiority. And others have done a great deal
of good--as we call it, in an unselfish way--without consideration of

what they may get out of it. N

N
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And Jit there is a fundamental difference,in the way things are
accomplished, whether you move on the horizontal or ‘the vertical plane.
When you move on the vértical plane you go up; you’increase your
_knowledge, you increase your status, your respect, your prestige-- -°
perfiaps even your money. But-at the same time nobody who moves on the
-vertical plane is never.only moving up. He is constantly moving up and
down, up and down. One day when he does something. good he moves a few -
notches up; next moment when he makes some mistake he moves back down
again. Up. and down; up and down. That is excatly the plane on which
most of our contemporaries move today. The consequences are obvious.
A person who moves on the vertical plane can .never be sure that he is
"high enough, never be sure the next morning that he is not coming down
" again. Therefore he has 'to 1ive with tensfon and fears and anxieties.
- He 1s _constantly vylmerable. As soon as something doesn't go well,

down fe goes--1f nbt in the opinion of athers, then in his own.

. Qu1t§'d1fferent is the movement on the horizontal plane. The

person wha moves on the horizontal plane is constantly moving ahead in
the direction he wants te move. He doesn't move up but he moves ahead.
When something goes wrong, he considers what's gbing on, tries to find
a way around, tries to remedy it. He is merely motivated by interest.
If his motivation is very strong, he may even have enthusiasm. But he
doesn't think about his own self-elevatic . he is interestéd in =,
functioning instead of being concerned witt his status or prestige.

And so we can see how on the one side, on the horizontal plane we
have the desire to be useful. On the Vertical plane we have the
desire for self-elevation with the constant fear of making mistakes.
And yet, most people today, stimulated by our general social values
of social compet1tfon. are entirely devoting themselves to the problem  *

« of their own value and self-evaluation--never sure that they are good
_enough, Aever quite sure that they will measure up, even thoughin the
-eyes of their fellow man they may be highly successful.

Now> that po1nt$-us, then, to a crucial question for those who are
so concerned with self-evaluation: The crucial question is the
problem of mistakes--making mistakes. . .

Perhaps we first have to state a little bit clearer why people
became concerned--badly concerned--with the danger of making a mistake.
We can perhaps refer first to our tradition, to our cultural tradition.
In an autocratic society making a mistake 1s unpardonable, intolerable.
The king, the master, never makes a mistake because he has the right
to do as he darn well pleases. And there is nobody who can tell him he
has done something wrong except at the danger of losing his head.

s \
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' stti(es are only nossible to be méde\by subordinates. The only one wno

dec1de§ whether & mistake 1s made is the boss.

Making a m1stake means thereby nonconformity with the demands
"As long- as you do as I tell youythere is no mistake possible because
I" am right. I say .so. Mak1ng a mistake therefore.means that you don't
do what I tell you. And I won't stand for that. If you dare to-do
" something wrong--that means different from what I tell you--you can
count on the WorstLgoss1b1e punishment. "And in case you have any
delysion that I might not be able to punish you, there will be someizody
_higher than me who will see to it that you will be punished. A mistake
1s (a deadly-sin. Making a mistake -dncurs the worst possible fate."
That 1s a typical and necessary authoritarian concefﬁ of cooperat1on
C operat1on means doing as I tell you. -

It seems to me that our fear of making a mistake has a d1fferent
meaning. It 1s an expression of qur .highly competitjve way of 1iving.
Making a mistake becomes sa dangerous not because of the punishment--
of which we don't think--but because of the lowering of our status, of
the ridicule, of the humiliation, which 1t may incur: "If I do some-
thing wrong and you find that I am doing something wrong, then I am no
good. And if I am no good, then I have no respect, I have no status.
Then you might be better than me. 9Horrible thought'"

"I wantr"rbe better than you because I want ‘to be superior "o
But in our présent era we haven't so many other signs of superiority.
How the white man no longer can be so proud of nis superiority
because he s white; and the man because he is a ma® and 1ooks down on
the women-we can't let him do that anymore. And even the superiority
of ioney 1s another question because we can lose it. The Great
Neprassion ‘has .shown it to us. '

There 1s only one area where we can st{ll feel safely superior
when we are right, It 1s a new snobbism of intellectuals: "I know
more, therefore you are stupid and I am superior to you." The

superiority of e moralists: "I am batter than you; therefore I am
,a'raiOY.tO you." And it is in this competitive drive tao accomplish

a moral = ‘rrzllectual superiority that making a mistake becomes so
dangerou "If you find out that I am wrong, how can I look
down on vyt And 1f I can't look down at you, you certain]y can 1ook
down at me. ) ' :

Tnat s now numan re]ations of today are--in our commun1ty just
_as much as in our families, where brothers and sisters, husbands and
wives, pavents and children look down on each other for do1ng_wrong and
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each one trying to prove so de;BEFately that he is right and the other
‘s wrong. Except, those who don't care any more can.tell you, "You.are
right, you think, but I have the power to punish you; I will do whatI
want and you can't stop me." BOt of course, while we feel defeated

by a 1{ttle chi1ld who is our boss and who does what he pleases, we
'st1l1 have ona thing left: at least we know we are right and he is

- wrong. : '

. "When you try to be caut1ous when you use your judgment, you are
not thinking. abo t "I shouldn't make this mistake"; you are merely
trying to do what the situation would warrant. But anybody who is
fascinated by the possibi1ity of making a mistake is most 1iable to
make one. Preoccupation with the danger of making a mistake leads you
smack nto it. The best way of avoiding a mistake is doing your part
and dpn't think about the possibilities of making mistakes.

Actually, all these. people who ‘try so desperately to avoid mis-
takes are endangering themselves. The reason for that is twofold.
First, when you think about the mistake which you might make, you do
to yourse]f the greatest of harm by discouraging yourself. We know
that discouragement is the best motivation for doing gomething wrong.
In order to do something right, one has to have confidence--self-
confidence. When you think about the mistake you might make you
express your lack of faith in yourself, your lack of confidence in
yourself. And, consequent];L)put of th1s discpuragement we are more
prone to make a mistake.

: But there is another psychological mechanism that makes concern
"with mistakes so dangerous. We know today that everyhody moves in
accordance with his expectations. When you expect to do someth{ng,

are really:convinced you will do it, you are more strong to do it. You
may not always do it because there may be other factors involved.

But, as far as you are concerned, when you expect to behafe in a
certa1n way, you are most prone to behave in this way.

I don't know how many. of you have had the experience when you
learn to ride a bicycle or to ski. I learned both and I had the
?per1ence in both. The first time I am alone’on a bicycle in the
ddle of a street, completely empty except for one thing which stands
there in tha middle; {1t 1s much more difficult to hit the one thing
instead of going around left or right, hut you will hit 1t. Because
you expect to hit it. The same way when you are on skis and there is
a tree here. Why should you just hit this one tree? But you do, the
first time you are on skis, because that is what you expect from
yourself in what you are doing. We are moving ourselves in 1ine with

[
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what we aht1c1pate and it is therefore anticﬁpat1ng the dangen\;i\\

” »

_ m1stakes thatkmakeq us more vu]nerab]e

The mistake presents ¥ou with a predicament. But if you are not
discouraged, 1f you are willing and able to take and utilize your
inner resources, the predicament is only stimulating you to better
a?d more successful afforts. There s no sense 1n crying over spilled
milk. 7‘ )
But most people who make m1stakes fee] auilty; they feel degraded
they lose respect for themselves, they lose belief in their own
ability. .-And I have seen it t1me and again. The real damage was not
done- through the mistakes they made but through the guilt feeling,
discouragement, which they had afterwardd. Then they really messed it

" up for themse]ves ' As long as we are so preoccupied with the
fallacious assumption of the 1mportance of mistakes, we can t. take

ndstakas in our stride

" Now let's see‘what consequence these facts have on education and

. on 1iving with. oneself. It is_my contention that our education today

is very largely what I call mistake-centered. If yqu could enumerate
the various actions of a teacher in a class and could enumerate for
every hour and every day what she is doing with the children, you
would be surprised how many of her actions are directly dealing with
mistakes which children are made. As if we were obliged to primarily
correct or prevent mistakes. ' ~

. I fear that in the majority of. test$ given ‘to students the final
mark does not depend on how many brilliant things he zaid and did, but
how many mistakes he made. And if he made a mistake he can't get a
hundred regardless of how much he has contributed on other pa-’

the examination. Mistakes determine the value. In this wa
unwittingly add to the already tremendous discouragement of i

It seems to me that our children are exposed to a sequence of
discouraging experiences,; both at home and at school. Everybody points
out what they did do wrong and what they could do wrong. We deprive
the children of the only experience which really tapn promote growth
and development: experience of their own strengths. We impress them

with their deficiencies, with their smallness, with their 1imitations, -~

and at the same time try to drive them on to be muchimore than-they
can be. If what we want to institute in children is the need to :
accomplish something, a faith in themselves, and regard for theéir own
strengths, then we have to minimize the mistakes they are making and
emphasize all the good things, not which they could do but which

they do do. » ~
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A teacher who is defeated by a child who is exteedingly ingenious
in defeating her would not think of giving the child credit for the
ingenuity and bratns which he uses in defeating her. But that's
exactly- the only thing which might get the child to stop defeating her:
- If he could get, some appreciation for what he is doing instead of -

being told, "You can't do it to me," when the teacher knows as well as
the child that he can. But for every one child who really studies and -
grows and ledrns and applies himself, driven by this fear of "You are .
not gegd encugh, not what you ought to be. You have to try so hard."--,
for every one of thgse children who succeeds,. there are literally
thousands who give up: "I can't be as good as Mother -and Teacher want
me to be. What's ‘the sense of trying.” I can't be as good and important
as I want to be. I have to find other ways--and to switch to the
useless side." ’ '

© Most of ou#*ﬂuVen11e delinquents are the product of a perverted .
ambition instilled in them by well-meaning parents and teachers .
telling them how good they ought 'to be. Only that they preferred to
be good in easier ways than by studying and applying themselves. If
they smoke, drive hotrods, indulge in sex, get in conflict withr the
police, break winflows and whatever have you, then they are heroic, then
. they.are 4mportant. It's easier and much more gratifying because they
really feel tmportant--and by golly, our fear gives them all the .
reason tqQ feel important- because they defeat us, sqciety collectively,
as they defeat their teachers and par __ And they are all over-
ambitious, driven by their ideal of how {mportant they ought to be and
finding no other outlet except on the uselless side, by misbe' ving.

" And so this mjstaken idea of the importance of mistakes leads us
to a mistaken concept of ourselves. We become overly impressed by
everything that's wrong in us and around us. Because, if I am
critical of myself, I naturally am going to be critical of the people
around me, If I am sure. that I am no good, I have at least to find:
that you are worse. That is what we are doing. Anyone who is
critical of himself is always critical of others.

. And so we have to learn to make peace with ours&jves as we are.
Not, the way many say, "What are we after all? We are a speck of

. sand on the beaches of 1ife, we are.limited in time and space. We are
so small and insignificant. How short is our 1ife, how small and in-
significant is our existence. How can we believe in our strength, in
our power?"’

When you stand before a huge waterfall, or see a huge snow-capped
mountain, ¢r are in a thunderstorm--most people are inclined to feel

-
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weakvznﬂ awed, confronted with this majesty and power of nature. And
very few people draw the only conclusion wWhich in my mind would be
correct: the realization that all of\ this power of the waterfall, this
majesty of the mountain, this tremendous impressiveness of the thunder-
storm are part of the-same life which is in me. Very few people who
stand in awe- of this expression of nature stand 1g?awe,of themselves,
admiring this tremendous organization of their body, their glands,
their physiology, this tremgndous power of their brain. 'This self-
realization of what we are is missing because we are only slowly
emerging from a traditional power of autocracy where the masses don't
count and only the brains and only the emperor and the divine au§§?r1ty
knew what was good for the people. We haven't freed ourselves yet

from the slave mentality of an: autocratic past. )"
How many things would be different in everyone's surroundings if
we hadn't 1ived? How a good word may have ancouraged some fellow and
did something to him that he did it differently and better than he
would have otherwise. ‘And through ﬁim somebody else was saved. How
much be contribute to each other, jiow powerful we each are--and don't
know it. And that is the‘?g;;dh then why we can't be satisfied with

~ ourselves and 1ook to elevatg ourselves--afraid of the mistakes whirh

-~ _would ruin us--and try despérately to gain the superiority ove/ others.

perfection, therefore, is by no means a necessity; it 1s even .
impossiblie. . . ,

There are people who are always so afra1d of doing wrong\because
they.don't see their value; remain eternal students because ophly in
school one cap tell them what 1s right, and they know how to gpt good

grades. But in 1ife you can't do that. Al1 the people who afraid -

of making mistakes, who want by all means to be right, can't function
well. Bu re is only one condition on which you can be sure you

- are right/or wrong. That is afterwards. When you do something you
never can be sure--you can onTy see 1f 1t is right by how it turns out.
Anybody who has to be right can't move much, can't make any decision,
because ' we can never be sure that we are right. To be right is a
false premise and it usually leads to ‘the misuse of this right. Have
you any idea of the difference between logical .right and psychological
right? Have you any idea how many people are torturing their friends
and their families because they have to be right--and unfortunately
they are? There 1s nothing worse than the person who always has the
right argrument. There is nothing worse than a person who always is
right morally. And he shows it.
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A Ne are dealing in America with a horrible danger o which we(have N '\
< to cut-attention. D you know that our -American wbmen are becomin

(M,

g:neral. universal threat? Merely because they try so hard to be r?ght?

into any average lassroom and look at a1l these| bright, intelligent
- students--who are gifls. And all the toughs who dgh't want to come to
school and don't want to study. Look-at all these mothers who try SO

‘daSpe;ately'to be good-and their husbands and the 11dren doni't have
any chance. . ' -

¢- .
This right mora]ly anddpdéht logica11y is very often an offense to
human relationships. In order to be right you sacrifice kindness, '
pat1ence if you want, tolerance. No, out of .this desire for rightness -
we don't get peace, we don‘t get cooperation; we mere]y“eng up by
trying to give the others the idea. of how good we are when)we can't \
even fool ourselves. No, ‘to be human does not mean to be right, does -
not mean to be perfect. . To be humar means to be useful, to make ,
contributions, not far oneéélf hut =ther ‘ake what there 1is and /
make thc{:est out 7 11, It requtres8ith 11 uneself and faith and

0
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_rasp?ct r others. But that has a prerequisite: that we can't be
overly
and concerned with their shortcomings, we have no respect, neither for
ourselves nor for others. | Y

We have to learn the art, and to rea]f&e that we are good enough
as we are--because we never w111 be better, ragardiess of how much
more we may know, how much more skill we may acquire, how much-status -
or money or what-haVe-you If we can't make peace w1th ourselves as

are, we naver will be able to make peace with ourselves. And this
requ1res the coura?e to be imperfect; requires the realization-that I
am no angel, that I 'am not superhuman, that I meke mistakes, that I ¢
have faults; but I am.pretty good because I don' t ve to be better
than the others Which is a tremendous belief. you accept just
being yourself, the devil of vanity, the golden ca]f of my s peribr1ty
vanish. If we learn to function, to do our best regardless of what 1t
is; Jout of the enjoyment of the funct1on1ng we cantgrow just as well,
evef better than if we would drive ourselves to be erfect-~wh1ch we
can't be. ,
) v

We have to learn to live with ourselves and the re]ationsh1p"of
natural limitations and the fu11/;wéreness of our own strength, ‘\

L-7h
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cerned with their shortcomings, because if we are impressed® . | -
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j The following content sect1on should be presented as a brief ?

1oader 1ecture. Part1c1pqus Should read the thpbe11 art1c1e following .

this 1ntroductory 1eader 1ecture
- .

£ -

Coo e}ation An Altérnative to Competition. -

e

"ft's a dog eat dog world." ﬂCompet1t1on 1s the -cornerstone of :

-

the free.enterprize system." "Winning isn't important, it's every- .
thing. £ How many of these ﬂhmi]iar sayings have you heard? Com- )
pet1t1on 1s viewed as the primary motivator of behavior and for
winners 1t does motivate. For losers, i1t also motivates.but not for
> them to tr; harder bﬂt rather‘to.@ithdraw. ayo1d. hate school, and 'b
drop out. ) #
Schools have historically contributed unnecessarﬂy % compet'lt*lon
Colonial school$ weve first estab1ished ta. prov1de training to a few
persons selected for the m1nistry and the mercant11e class.
" abandonment of such selective elitism in education has been a diffi-
cult task, because educat1on continues to provide a screening and
credent1a1 service 1n wh1ch elitism 1s viewed as a way of certifying -

'\qua11ty. The spelling bee was a process of determining the one best

.

student in a particular area. One should succeed and ult atéﬁy a]]

the rest must fail. The result of all such competitive practices in

education is discouragement w‘ich in turn leads to problem behavior
‘ ' e
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and further d1scou4&bement;~»As'1tng as wé permit compet1tton to be |

our p}1mary means of ﬁottvationzge will haveodiscouragement and proble&
g;havior and we will eventually pay the price in persons attempt1ng

l to be significant 1n ‘non- product1ve ways’ such as- 1}1ness“ vandalism, -

'su1c1de drop out, and drug abuse.

To be a good competitor one must exper1ence some success. This, ’aég

does not m§?n~that success is requ1rgd oﬂ’évery effort. (A .300
hitter in baseball is considered successful.) Many physically
immature Junior-h1gh-school males exper1ence failuré *ﬁ/tootball and
“do not compete in senior h1gh even though their new phys1ca1ydevelop-
ment.would 1nd1cate’§reaq potential. Read1ness and" opportun1t1es for
success experiencesi%o hand in hand . .

. Success and fa11ure experiences are subt]e Glasser's‘book, {/;

Schools w1thétt Failure (1969), implies that school§ tend'tg promote

/ . L

a failure or1entat10n for the majority of our-youth at the expense <t
success for tha! 1te few. ~ e ‘ .
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the educational setting.

Vol

Activity: 1.

/Act1v1ty #4: .§M}e‘_r1;s of Compe£1t1on :

*
.
oo B
P .. .
: : .
¢ \
& r . - "
'
’ .

X

. . . . 3 ~ . ) . . ) } ) . }
‘ Purposn‘:' to become aware of and discuss the QS of competition in ,> \ '
. e : L

' / NS s
KRN 7
. |

e .
. , B3 . ! - /,,r ’ . ’ ‘
Read the article "On Being Number One: Competition in .
Education" by David N. Campbell. . % S LS
: ,.. e '
Distuss your reactions*to the content of this artfcle.
(Your leader wiﬁf-;pfé\“ifde further di rect1ons.) ‘ i
“{«. \ 4 . -
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| ) Handout #
ON BEING NUMBER ONE: COMPETITION IN EDUCATION
David. N. Campbell

I am obsarv1ng in a new opan-spaoa*aﬂemontary school staffed by very youn? and
attractive people I am supposedly to help become open classroom teachers. Pos{tioned
to the rear of one pod,” ] can observe two women math teachers simuj taneously. One
is using a' game of the tic-tac-toe with addition and subtraction problems instead -
of Xs and Os. It 4s boys versus girls, thiwd grade. A small boy comes forward for
742 and ?uessas at 8. The boys groan; the girls gheer; the teacher looks pained.
The "motivation" 1s high. There 1s good attent{lé and "involvement." It's a good‘
kgsson .~.by normal standards. It seems -that theé girls frequently win. The -~
agrined boy returns to his seat and while his efficient teacher continues through -
her lesson, which she imMagines 1s arithmetic, the real lesson is demonstrated in
front of me as the tittle boy punches the 1ittle girl next to him as hard as he can,
§aying, "I hate you, I hate you, I hate you." 'In the adjacent bay the’"innovative"
teacher is using flash cards #n the same manner. Children are guessing answers.
“2...4...8...."' One boy always w1ns and the othqrs hate him. :

*y *, oY 7“;7‘

1n A physical’ educat1on class the ch11dren run in a wide c1rcle Jump1ng
hurdles. &Bveral, as usual, cannot coordinate their bodies. They tr1p and falle "
Finally the inspructor -. in what he probably believes to be a kind gestire - allows
them to sit out the rest of the exercise. The embarrassment and humiTiation 1s so
heavy that their eyes remain down, looking at the floor. Ldter they all run in-
relay teams, cheering and jeering - cheering those who are fast and jeering thosé who_ -
are slows“and who lose the match for the whole team.

- .
**,*

Now I'm 1n the reading groups, the redbirds and bluebirds (a code every ch1l¢k
has easfly broken), and the youngsters are reading out loud. In essence they are
on stage performing for the others, who laugh.or giggle at every mistake and wiggle
hands to correct, along with "oo0- ah-oo ah." Lifelong reading problems are being
4ngrained. ' , . : !

! Co * &k ok -
- . e

.Jn music class youngsters are "aud1t1oned“ by singing in front of each other,'.
in art by some very select few having sheir work'displayed, and in every classroom
eyvery day that common experience described so well by Jules Henry {is repeated.
-Henry s?eaks of Boris, a fifth-grader, at the board attempting to reduce a fract1oﬁ'-
to 'its lowest terms. He. is performing for the teacher and the class, and he is ,
being judged. He {is be1ng assigned a rank, status, and role and he will carry them
with him for the rest of his 1ife. He is hav1ng trouble, reducing the fraction; the
teacher suggests that he "think." She s painfully patient, but Boris 1s mentally
paral zeggy A1l the while hands are waving, heaving up and down, alT frantic to -:
correct Bgris. Finally, the teacher gives up with Boris and calls on Peggy, who
always Kknows the right answers (unfg? tunately fa{ her).
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.gtctMty #4: Merits of Compatition (30 minutes)
| g
1. 1f appropriate for ,your group use the COnmunicatmn -Encouragement
Circle to discuss the topic: UYBeing Number One: Competitio_n n
. Education" by Campbell. A 2 ' o
2. If the circ'lc approach has beén used beforc group members 1n the |
* - 0C should reverse roﬁ\with members yho wer {n the IC.
I R
If a discussion format is used instead of the C-E Circle, the |
ioidir may want to assume a’n active role in eniphasfﬂné- a/&\'sutﬁna'rizing _ | “
the major points made by CampbelL—IMpd#scussion might natura'l\y
flow into the next axercise which elicits a 1ist of a‘ltamatives for . |
compet1t1ve pnctices If C-E Circle 1s used, Teader may a'lsowanft “to
note that such C- E Circle groups 1n and of themselves demonstrate tha

S v
L "-;,neet#ffor and exper1ence of encouragement &
JEPREY '_ | I : . | )
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Thus Boris's failure has made it possible for. Peggy to succeed;

his depression 1s the price of her exhilaration, his misery the . ;
occasion of her rejoicing. This is the standard condition of the

American elementary school.... ‘To a Zuni, Hopi, or Dakota Indian,

Peggy's parformance would seem cruel beyond belief, for competition, .

the wringing of success from somebody's failure, is a form of

torture foreign to those noncompetitive Americans. Yet Peggy's
_action seems natural tu us; and so it is. How else would you run {
our world? And since all but.the brightest children (i.d., léss -

than 5%) have the constant experience that others succeed at .

their expense, they“cannot but dQVelop_an.1nherant_tendency to- ;

hate =" to hate the succe$s of others, to haté others who are ° :
successful, and to be determined to prevent it. Along with this, .-
naturally, goes the hope that others will fail.... Looked at :

from Boris's point of view {which it seldom is) the nightmare at - .
the blackboard was, perhaps, & lesson in controlling himself so -
that hefwould’nof-fly shrieking from the room under the enormous g
.~ pubHc pressure.! j . ' .

o Butgbf.courso.Boris,;anngt,fly from_the room either shrieking or quietly. He
‘will have to "adjust," for the competition will only become grefiter as he continues
in school.’: By junior high school he will be tracked and rat finally labeled,

his prégress now.strictly controlled so that he my no longer have a chance for A
grades,’ 6r college prep, or.A.P. He knows by now that he cannot draw, is nb good at
music, ternible at -math, mediocre at athletics, miserable in English, passable in
science; but at least his fate is somehow acceptable, because everyone 4n his :
classes 1s also inferior, a total or-partial failure. In fact, Boris is effectively
cut off from social interaction with his betters or those beflow him in the hierarchy.
He cannot think of dating an upper-track girl. He carrtgsbh1slbooks.upsjde down so
others cannot identify his status. Again, Jules Henry: '

g The function of high séhool.;théh.,is not so much to communicate .
knowledge as to oblige children finally to accept the grading
system as a measure of their inner excellence. And a fuiictton

of the self-destructive process in American children is ‘to make

them willing to accept.not. their own but a‘'variety of otHer N

standerds, 1ike a grading system, for measuring themselves. It

- is thus apparent that the way American culture is now integrated r
it would fall ap'gt if it did not engender feelings of inferiority .
or worthlessness. e ' -

This is the ethtc which permeates, and dominates, our society. It is intohed
as the prime motivation which has made our country "greaz.ﬂz Fathers, espegially,
will confront me over this issue and proclaim: ' "It's a dog-eat-dog competitive
.world out there and I want my kid to know that." I attempt to point out that this
is not a very aftrqctive world to offer to one's children, however real it may be.
'The idea is es.entially, "Make my kid suffer now so he gets used to it. Teach him
to claw his way to the top by any means necessary. Teach him to hate those who
‘win and himself wian he loses and despise those who don't make it." But the idea is
so well programmed that few are converted. After all, they see Mark Spitz standing
there bedecked with a necklace of Olympic gold medals and he doesn't say, "It was a
great experience. It was meeting all those other athletes so well trained and so
dedicated and feeling my own body respond the way I wanted." No, instead he pro-
claims the teaching of all his coaches throughout his schooling and training: "All
that matters 4s winning." Thus{hé're1nforces millions thrggghout his tountry and
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"foecttve1y dest}oyélthe‘idea of the Olympic Games.
N N | -t .

. - In .that sequence of the film about the 1972 0lumpics which dealt.with those who
- Tost, the point was never so clearly and devastatingly made that there, as in school, -
“most geqp1e fail. Grown men and women break down and cry. " There's a degree of
despatr seldoin witnessed except at the death of sdmeone close, with collapsing
dreams and worlds. In both school and ‘the*games.the spirit of the experience has
bgen distorted beyond recognition. Everywhere a parade of frustrated fathes deter-
mined that their. son will be a winner ard make up for their own personal failure.
A11-over ‘the couptry Little League and school coaches deliver Knute Rockne half-
time speeches; but the emphasis_is now more exaggerated, an anxiety-ridden command
to win: A1l that matters 1s.winning. L - - ' ’

- ) . !‘,,‘_.-M . . & .
. Some day compare a street basebal) game to Little League, the difference
between kids enjoying themselves, the game, the laughing, jokes, bending the rules;
and- the other: -tense kids, shouldering the responsibility of dozens of adults,
making good for-dad and mom, for the team, the coach, and the community. Those |
ady1ts have effectively destroyed not only childhood; to an always unknown degree
they have distorted that child's entire 1ife. . _ B | -

1 . E ‘ L
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. 1 remember an exception, a male physical education teacher at a junior high
school where I ‘taught for a number. 6f years. He had a motto which at the é1me;l
thought was terribly trite: . "A"sport for every boy and every boy a sport.” But irn
practice it meant boys who looked forward to his class and yespected and admired
him, would in fact do anything for him. He had a competing basketbgll team, but, the
instructions were explicit and reinforced continually: Winning is Aot the'most
important thing. Good sportsmanship is. No dirty play, no arguménts or contesting
decisions, and at the end the whole team, win or lose, must en masSe congratulate
the other team. The gym was opeh every lunchtime for games ‘and general use and it
was always filled. He was rare. I am certain he could no longer exist in our
winning-1§-everything schools. oo .

The counter-argument is that competition makes for betterment, higher standards;

Ig_free market creates lower prices and better and more abundant‘goods and services.

ut of course we know better now. The free market is essentially not at all free
but dependent upon favors from the government; it is subject to price fixing, .
charging as much as the public will bear, subsidy, and campaign contributions. As |
to compet®ion creating our agrtcultural and industrial superfority, that is largely
a myth to: as any Midwestern farmer with some of the richest soil in the world
wil\testify. Tt was,the temperate climate with,abundant mineral wealth, millions
of ipmigran®s foi cheap labor, and the very fortupate circumstances of men
leadersnip at .th¢ heqinning who were extraordinar We should he}e\had to try hard
to make @ “. iuvre u .uch potential. : N

But ey on a s personal level the competition myth does not stand up wéll.
tc resl serut vy, In a series studies measuring children 5 to 10 years of age,
siti=ifons were “veusted whare rewards (toys) were possible for competing children
iT -y coupgrete! {n manipulating the materials. American children, in general,
more often roacled cgainst their own best interests, or, as the researchers expressed
1t, "ine Aperican Competitive Spirit may be-aliye and ge]]; but {t has produced a
cuiture whose chiidrer are systematically {rratfonal." The researchers noted that
‘the exper’—unts sunjested that children become increasingly competitive as they grow
older, {.2., ‘1 is o learned behavior pattern. "They®¥learn to pursue personal ends

7 . \ :
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“and to block opponents ift conflict-of-interest situations, even when mstual asgis- °
tance is required for personal goal attainment. _Not only .dtd the children in the
. experiments work against their own best interests but were almost sadfstically
" rivalrous. When given a choice, Amerjcan children took toys away from their peers
on 78% of the trials, even when they could not keep thd toys for themselves.
', Observing the succgss of their actions, some of the children gloated: ']wli Ha!
_{ow.you won't get a toy." And they were quite willing to make sacrifices n grder
.- t0 reduce the rewards of their peers. e ’

We have created, through competition, a system based on mistrust. Iqi!choo1
the assumption s that no one learns without threats of grades, failure, being less
than first, i.e., that these extrinsic factors are primé motivation for learning.
Standardized achievement tests, grading curves, entrance examinations, and aow
"accountabiiity" -.all are intended to set one' person against another,.all have .
nothing whatsge;gr to do with education and are, in #act. antithetical to education.
However, the whole frarMtic, irrational scramble to beat others is essential for the
kind:of institution our schools are, i.e., sorting, rank1nq. and labeling places.
Winning and losing are what our schools are all .about, not'education. !

&%e -In such a sttem;the‘Ibsers must predominate and be tormented by env* and
-self-loathing; some sort of defense must be constructed against the assualt of con-
"tinued failure. "It may take the common:form af “turning off;" non-involvement,

don 't-take-a-change, keep-your-mouth-shut, or becoming a "discipline case,” having
_—a "learning problem," being “antisocial,"”, "adjustment," or more overt behavior,

e:g..:physdca1 assaults: upon people andHESOpgrty. T P

Reminder: In school teacheys are crittcs, trained i that role. All work is
to'be "corrected,” so that for most children,.all day,.every day, thgy are being . =
. toXd what {s wrong with them and their work. To survive 12 or morefgears of that
Y sort of assualt one must develop elaborate defenses, schémes and meags for survival,
| along with a vast reservolr of smouldering hatred, resentment, need for revenge.and.
/ for evening the score. Many of our school buqugggs record,thsﬁresuIt of this need.
) , e

¢ A

' . But 1t naed not be 50. 1 have watched hundreds of chi]d&éﬁ/:;;;;:\}n a short>
time from mistrustfUl, hating, suspicious, and terribly destructive children into
real children who tegin to trust-again,’help one another, smile and laugh in school
and who do not want to leave for recess, lunch. or even home. They look forward to

Cevery vay., It 1s no miracle; it requirey time, but entails nothing much more than .
minimizin  2nd fingliy removing the sorting, -anking, and labeling role of.schools. =
It Inveives stopriig tie failure. It means establishing-a classroom where r
competitice 15 not vred as a motivation for learning. . Kids in our society may

- always eroegs 97 song competition, but 1t 1s not the teacher's job to promote it,
for it h.. rhvio o do with education.

Durinig @ tude o3 Beicish primary schools we had a teacher who insisted on
caski o the oh ldven, "Whe's the smartest?”  He snould haye know better. The

chi’' nodfoare i what he was talking aboul.  They had evidently never thought
abe o v osev ol Brictsh classrooms there were ritarded children. Only the
tencser Lo 00 L wo# wW2s no other reason for or neans Lf knowing, siriz no child
was foroue oo ot Frgnt of others.  There were no putbacks, grades , tests,
gotd srere 31 5 Lupras and diawings were dispiayed on the walls. Children were
not pleced v vl sicuations, forced to prove themselvey, tu read at “grade
Tevel™ wovoy ook by sere nob told they had eaactly 15 Winutes to finish this
O Do unataan, teg Bd Lime b dewlop at their own pace, in -thetr own fashion,

'
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with* strong support from the adults and:other children. e
- .. . > . [ - ¢
* In the American school I describéd earlier, the destruction of other children's
work was rampant, fights were frequent, and sarcastic, devastating putdowns common
. among the secondr and third-graders with whom I worked. It required only about
" three weeks for the changes to emerge. The first was an end of the destruction of
others' work. ‘Later a spirit of.coogeration and help began ta be common. Finally
~ there was what I 100k for as the real measure of success: children talking freely
to every adult and stran?er who walks in, Teading them by .the hand to seé projects
and explaining their.activities, no longer afraid, suspicious, or turned inward.
Such changed attitudes developed because we stopped comparing one child with
another and stopped labeling and rank-ordering. Mistakes, "wrong answers," and
: p}?asing*the teacher were replaced with a nonjudgmental, supportive "try again"
climate. : R

Certainly much of the opposition to open education comes from those who per-
ceive correctly that such an educational setting will indeed produce quite different
individuals, youngsters who will not expend a large portion of their energies .

.fighting one another or beating someone. The opponents view cooperation, not = -
competition, as a threat. . After all, they-say, if we are engaged if training -

" future file clerks, waitresses, ahd janitors, there is atneed to convince them of
their'infer1og1ty. that.thei® lesser status is their own fault, i.e., that they had
a fair chance'and fyiled. My answer is: 'The argument s fallacious, because the -
deck is stacked against certain groups and individuals from the beginning. Many
people win by luck of birth or skin color.. They may win because of their friends,
because they bréak the law, because they are humble or because they are male
instead of female. Og perhaps they are more beautiful, tall, slender, or non-
descript. Superi;azty in talent or learning, as the Jencks studies show, is only.
one factor in sucglss. 3 T . B

. ‘Tf-we’ cen remove;the. school- from the noneducational role of ranking, sorting,

_ ahd labelipg; which ‘is none of 1ts<busin&ss, then perh&ps we can make our schools
pleasant, interestingiplaces where people come to learn. As our schools now function
they, are \nothinig more than bargain-basement personnel screening agencies for '
‘businh%ﬁ nddﬂovernment which exploit the school-for. their own purposes. We are
saving persorffiel departments large amounts of money that/otherwise would have to be
spent for op-the-job apprenticeship training. No doubt”college admissions officers
love the school in its present role. It'saves them so much time. They simply
accept- or reject on the basis of class rank and gsade average. No need to deal with
individuals and their whole potenttaj.

: . E

) . ,
What w2 must do,, then, is refuse to certify, i.e., to do others' dirty work,
to be exploited for their purposes. In an educational institution there is no need

, for grading, promot1on,-rank1n?, tracking, labeling. We are nhot a miniature version
-of the. larger society or aokfa ning/screening device for business and government.

We are there to take over orce a child's hoine and neighborhood environment is
inteliactually erhausted. We can provide the means for his/her further development
with m'croscopes, 1ibraries, and specialists, opening ever wideg possibilities. We
are thun essentialiy in the service of the child. No one argues that at some point
training for a profession is not necessary, but there is still the gquestion of
whether colleges or the professions themselves should finally certify doctors and
‘teachers, After all, a musician is not certified by his degree; he must audition for
every post. . ) o ' S A '
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What a tremendous burden will be removed and what a change worked when we can
teach without "evaluating," when people come to us not for c¢redit but to learn, and
- - where the sole motivation for such learning is interest. We have that. demon-
strated in open classrooms everywhere. - It works in that people do things because -
they are worth doing. The rolat1onsh1ﬁ between teacher and student is. then what it
1s.supggsed to be: trusting, direct, humane, committed. It can be seen every day
~1n such classrooms. VYes, it does effectively remove the teacher's power ard control
over students < which {is something we should not have and which, agdin, has nothing
. at all to do with education. . ' v .

- Teachers at all levels must ask why they teach, ask 1f they chosé”teaching 1in
order to sit in judgment, be-critics, rank, sort, label; or did most teachers
choose™ to teach in order to help and share in the development of others? Imagine
Socrates strolling through the market places with his class and one day exclaiming,
"Well, we've been talking about justice for about nine. weeksynow, and I suppose

~ we'd better have a midterm. Let me see. I have to have a grading curve. Plato,
not bad (net as good .as me, of course). How about an A~ Meno, keep try1n?; how
about a B, since that makes you second in our class with & GPA of...." Silly?

..Aertainly, but we all do 1t, every day. . C ' __
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 Activity: You will be divided into small groups with 6 persons 1h each

- . . gy
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. Activity #5: Broken,quares - Non-Verbal Problem Solving*

o

Rurppso: f?‘ana1yqe someiaspects 6f1cooperat1on in solving a group

hrg§1em. | : ) ’ : ;;>

3 ]

ol

. ¢ group. Five people {n each group will be given packages -~
‘ ¢
containing puzzle pieces. Do pot open the pacjage until

_ you'are told t&gbeg1n. L1s§éhﬁ¢arefp11y.t6 th ﬁ1rect1dns

as” your leader reads’ them orally.
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*Reproduced from The 1974 Annual Handbook for Group Facilitators, J.
Wi114am Pfeiffer and -John E. Jones, Editors. Lladolla, California:
University Associates Pyblishers, Inc., 1974.
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" Goals: - B e

Activity #5: Bfokep Squares: - Non-Verbal Problem Solving {45 m1nutos;~i

o . . — L ;
I. To’analyze aspects of cooperation~fh solving a group problem.

II. To sensitize participants to behaviors which they contribute
~ twoard or obstruct the solving of a group problem.

Group'51;9: ¢ -

Pl ¢A#§ numbg};of groups of sig:ﬁa icipants ;Gch. There are five
Jparticipants and an observer/jldge in each group. -
T1mi’h.quqftd§.i' l)b-‘ﬁﬁ | ; ;x LT
Approxim:faly‘fbrty-five wiﬁutes.
Materfals: -’ N

. Sw .
I._ A set of bfoken squares (prepared according to directions
- following) for each group of five participants. .

Ii. One cbpy for each grodp of the Broken Squares Group Instruction
‘Sheat. _ - . .

“TII. "Ohe copy for each observer of the Broken Squares Observer/

‘ ‘Judge Instruction Sheet.
Physical Setting: '

A table that will'seat five participants is needed for each group.
Tables should be spaced far enough apart so that no group can see
the puzzle-solving results of other groups.

Process:

- \
I. The facilitator begins with a discussion of the meaning of '
cooperationi this should lead to hypothesas about what is
esgential to successful group cooperation in problem-solving.
The facilitator indicates that the gFoup will conduct an
expariment to test these hypotheses. Points such as the
following are 1ikely to emerge: *

4 1. Each ina{vidual{should understand the total problem.

~2. Each_ 1ndiVvidual Should understand how he can contribute
toward solving the problem:

LB 3. Each 1nd1v1dua1,4hould be -aware of the potential cortr{bu-

. tions of other individuals



~ i

4. ere is a need to recognize the problems of other indi-
:I:al: in order to aid them in making thetr maximum con-
r ut on.

5. Groups tnat pay attention to their\hwn problem-solving pro-
N cesses are 11kely to be more effective than groups that do
not. . . v

[

II. .The fa¢ilitator forms groups of five participants plus the ,
. _observer/judge. These observers are each given a copy of the ~
’ Broken Squares Observer/Judge. Instruction Sheet. The facil{itator
then asks each group to distributé among 1ts members the set of
broken squares ?five~envelopes) The envelopes are to remain
unopened until the signal to begin work is given

v

III. The facilitator gives to each group a copy of the Broken Squares

- Group Instruction Sheet. The facilitator reads these instructions

: ' to the group, calling for questions or questioning groups about
" ' atheir understan?ing of the instruction. Ve

IV. He then tells the group to begin work’, It 1s important that.
AN the facilitator monitor tables during the exercise to enforce
-rules established in the instructions. :

V. When all groups completed the task, the facilitator eng‘ges the
o groups in a discussion of the experience Observations are
e b ;""f"—*“soi*fcftpﬂ‘fronr”oﬁsér'Vé'rsIJU'dges """ “The faciiitator encourages the .
~ ‘groups to relate this experience to their "backhome" situations

Variations: ?“1’);;2 ] I r%

I. When one member/makes a square and fails to cooperate with the
remaining members, thé other. four can be formed #nto two-person
subgroups to make squares of the leftover pieces They discuss

: their results, and the exercfse is resumed.

II. The five-

- [}

person teams can be given consu}tation assistance by |

the ob grver/judge .or by one appointed member. of the teag,- This/h

aYa’ person Who has\gpne ‘the exercise before

" ){;I. Ten-pe son 16 ~)can be formed, wyfﬁ\two duplicate sets of five
squares ‘eag "distributed among . them. Teams of six to nine

persons cep be formed; in- this case, prepare a broken square
se€ with fme square for each person) dup icating as many of the
five squbfes as necessary.

Ay “t
IV, An {wtérgroup competition can be estab]i:negB*With appropriate
" recognition to the group that solves .the probtem- first

8

. V. Members may be permitted to talk during the prob]em-so]ving, or
one member may be given permission to speak.

\ :
A VI. Members may be permitted to write messages to eaqp other during
the psob]em-so]vingt

L-10
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»unzcﬂous FOR MAKING A SET OF BROKEN SQUARES
- ) R

' : o |

A set o# 1sts of - y envelopes conta1n1ng pleces of cardbo cut .

- 1into different patterns which, when E‘rIy arranged, will form f{ A

o 4 ;2unrts of equal size. On set should providcd for each group of five
rsons. -

To prcparn 2 set. cut out five cardboard squares, each exactly 6“
6". Place the squares in a row and mark them as below. penciling the
letters so they can be erased. ‘ N

marked A will be exactly the same size, all pieces marked C the same size,
etc. Several combinations are possib]e that will form one—ortwo-sq f%:s.
..t only one combination will form all five squares, each 6" x 6".

drawing the lines on the squares and labeling the sections with letters,
cut each square along the Tines into smaller pieces to make the parts of -
the puzzle. &

Thz(dinos should be so drawn that. when the pleces are cut out, thoseLﬁ\H,’/////

Label the five envelopes 1, 2, 3, 4 and 5. Distribute the cardb&#fd‘
pleces into the five envelopes as fo]]ows envelope 1 has pieces I H E. -
- 2has A, A, A, C:3has A, J; 4 has'D, F; and 5 has G, B, F, C. )

Erase the penciled letter from each piece and write 1nstead the g‘ -
number of the envelope 1t 1s in. This makes 1t easy to return fhe pleces ™. ... -
to the proper envelope, for subsequent’'use, after a group has completed - R

the task. ST
" Each set may be made from a different color of cardboard. B 1§
’ .
X ::I(
. . . ,
N L-11 <




BROKEN SQUARES GROUP INSTRUCTION SHEET

Each of you has an envelope which contains pieces of ‘cardboard for
forming squares. When the facilitator gives the signal to begin, the
task of your group is to form five squares of equal size. The task will
- not be completed until each individual has before him a perfect square of

- the same size as those in front of the other group members .

Specific 1imitations are Tmposed upon yoiIr) group during this
exercise: ‘ _

1. ‘No member fiy- speak. i !

‘ 2. No mﬁbe;-mqy ask'anotherk?ﬁe'mber for a plece 6r in anyx/ay N

sira] that another person 1s to,give him a piece. (Membars may
voluntarily give p1e§:es to other members.) ..

. [
_ .
\"l“w"
o .
e N ; ' -
\ * o
~ B Y
Ve "
o
\‘r’ . p
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BROKEN SQUARES OBSERVER/JUDGE INSTRUCTION SHEET -

. lh ’ . .
. : Your job is part .observer- and part Jjudge. 'As udge, you shouﬂd
: make sure each part1c1pant obseryes the following rules:

1. There 1s to be no talking, pointing, or any her find of -
?K\ ' commun1cating .

rAd Part1c1pants may give pieces directly tofpfﬁe: part1c1pants» -
but 1 may not take pieces from other membefrs

3. Participants may not place their pieces into the center (or.
- others to take. ‘ :

4, 1t is permissible for a member to give away all ‘the pieces to
> his puzzle, even if he has already formed a\3q0are

s an observer, Yook for the following.
v 1. Who 1s w1111ng to give away p1eces of the puzzle?

2. Does anyone f1n1sh "his" puzzle and then withdraw from the
group prob1em-solv1ng7 =

3. Is there anyone -who, cont1nua11y struggles with his p1eces,
yet is unw1111ng to give any or all,of gbem away?

v
\

4. How many people are actively engaged in putt1ng the p1eces
Ytogether?

b ]
5. Nhat is the level of frustration and anxiety?
6. Is there any turning ﬁnjnt at which the qroup beg1ns to cooperate?

~ 7. Does anyone try to violate the rules by ta1k1ng or po1nt1ng as a
means of hetping fellow members solve the problem? :

. . L-13
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, The following content section may be used as a mim -lecture,
the basis-for opan discussion, or as a handout to be read by.
participants during the workshop. ‘
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Accepting ReSpons1b111ty N

|
!

The f1rst two cond1tidﬁs for establ1sh1qgﬁﬁ’;1t1ve significant
relationships, equality 2 d c00perat10n need to be accompanied by a
second condftfon, 1nd1v1dua1 acceptance of responsibility for that
relatjonship and a shar1ng between participants of the relat16nsh1p~-
respodgﬂbility Y |

The acceptpnce of respdnsibi]ity is one of the most &1ff1cu1t
thihgs we faée'1n Qgr 1t%es. An awareness ahd appreciation of the
'potentidl burdeq and threat of resﬁonsib111ty taking'to the human con-
} dition 1s necessary to deal with cooperat1Ve' action- orjgnted programs .

The majof)concern of many current therapy models is focused around an

assuming responsibiiity" departure, e.g., Rea11ty Therapy, Rational-

Emotive Therapy, GestaTt Therapy, and Transactional Analysis.

Abraham Low discovered, in his f;eatment of mental patients, .that
anything sounds more hopeful and more comforting than the b]eabg‘
prospect of having to undergo training in self d1sc1p]1n3. "Even'
brain tumors, mental ailments and hereditary "taints" a?n&p;éferable
to that dreadful indictment as being a @éak character and ﬁeed1ng ¢
training in self- contf%ﬁ" (Low, 1950f~pp 278-279). ~ Some pain {s only
temporary. However, the fear of being unab]e to perform hits directly
at one's self worth andvone's inabi11ty to adequately determine his or

her existerice. Thisspresents the ominous<frospect of continual,

36
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everlasting cain. Insulation an&’manip&?ﬁ¥1oq»became nece;sary for

surviyal. - B ‘ | \/
The .threat of responsibility takfng keeps us out of action, not o
‘involved, and removed from promoting the social interest. Dreikurs Mhiniaining
; privilege
‘ . specified that the-art of 1iving demanded that "we. mind -our own . of "dot
¢ your
business but we are our brother's keeper " Our 1nd1v1dua1 freedom 1s thing"

made possible on]y through cooperat{ve. responsibi]ity sharing act1v1- 14 - l/k\\k
. \ “ -
EBaie. . ties that wi]l allow freedom for all. ’

Wy

————— e "
I e LG
‘* ‘ Defense mechan1sms and avoidance strategies serve as. saFeguards

o% self esteem. This a1lows an evasion of 1ife tasks. It is always’
possibfevf5~collect sgme more or less plausible reasons to justify
escape from the challenge of life. We often do not realize what we e
are doing. Some strategies are intended fo insure against failure,
exposure, or other cataﬂﬁr0ph1es. The strategy‘may have the effect of

making it impossible for the person to meet an onerousnreSpon§3b111ty,

or at least delay the "moment of truth.": The person may use the

—

- .strategy to disqualify himseLf/herse1f fﬁpm a race he,or‘She does not
wish to run. _;
Most people have become familiar with basic defense mechanisms.
However, we are just beginning to appreciate the subtle aad complex 9 '

ways people can use various strategies in "adjusting" to threatening

conditions. w“iie‘the ingenuity of an individual may produce unique

avoidantce pehaviors, there are sote common types that deserve attention.

37 ¢




Remember, these keep us from assmﬁng r~espons1b&y for the real

problem 4

i

Ifsulation - keep1ngf;\stance between oneself and responsibility.

1, moving backward - m1gra1ne blushing, mild depression / We a
. } Zay
2. standéng 5ti11 - d1sp1ay of inadequacy, compu1s1ons , toms )
—F of the
3.. back @nd forth - procrastination, 1nte11ectua11z1ng. k111ing‘ﬁv neurotio

,/. ~ time | . ) : ,

‘552’ . 4. constructing obstacles—psychosomatic symntoms,‘creat1ng ’ '

,distracting problems, fears

[

Manipulation - us1ng aggress1on and/or sentimentality with self
)

A
anqﬁgthers to Just1fy‘ho action

~w

depreciation of others - “sour grapes\‘/bo1nt out weaknesses N
2. accusation of others for imagined faul;s\- fantasy, create |
_confrontations | ‘ ‘
3. self accusatiin - guilt, yndoing . | .
" These methods are safeguards/§hrough;d1stance as described above.
~ For“example, the strategy of m1le depression sometimes serves the -
eefpose of safegu rding the pe;son from the demands of an occupation
or a 11fe-s1tuat1oqgthat requires some action the person is unv1111ng
to take or some commitment the person is 00!1111ng to make. By

‘ fee11ng guilty, an individual can keep his/her identity se]f—cons1steht\\

and hts/her actions dormant - no.change of new action 1s needed.

h§¥\

o
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Sometimes guilt has as its purpose to repair damaged
When a person has done something believed to be wrong, feeling guilty

“\ about one's behavior is one way of appeas{ng fhe conscience and con-

N
~

soling onese]f,pbout stil being a we11-1\ntent1oned person. 'A(3-yea.r-

old girl wés.observed to sneak to the cbok1efjar. take out a cookie‘; |

and eat it., She then slapped her hand and said, "Bad girl." Having

made "retribution” she then took more cookies, rgpeat1ng'the self-

reproacg after each one. ¢‘ \ | .

A Other face-saving devices include the development of symptoms
whicg_eXcuse or m1t1ggte a failure.. Thus, a man who lost his job
because he dropped ana broke a valuable instrument developed a‘tremqr
of the‘handg. He reported that he lost his job be;ause of his
"shakes," not because of hjgf1ncompetence. The body becomes. the last

R outpost for safe selt involvement. /yot1qe how fatigued and‘s1eepy

%,

we become when faced w1th‘1 large or boring task.
¥

Sabotaged Communication [/ \\

Not only 1n our actions, but in our communicat155§‘a§/we11. the

avoidance of accepting responsibility may be seen. We are educated

' " at an early age not to venture or risk statements' that might eventually ’

be proven wrong or described as foolish. We learn how to avoid
"owning"'statement.s= Gestaltist often direct attention to these non-
~ownership ways of communicating. How many times during a discussion
[ 2

. Loy ‘ ’
N {4
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have you heard a statement of obvious belief prefsiéd‘by~ﬂDonft you .  Ouning
(th1nk.}.?" We frequently use "you" and "it" to dirett oﬂhership aﬁay ' . ::reatenin
/f_fr;m ourselves in conversations. o
% Following are some'communic;tion tactics that allow the individual
to maintain freedom-f}om commi tment and responsibility. ‘
1. Literhlness - thetYejecting of a statement‘made by another without
opposing it Openiy. This device can be used to block effg{ts,
combat views, or reject suggestioniwby means’%f 1iteral misinter-“* ’
pretation of the words the helper uses. i
Parent: "I have been working on the behavior contract for Die-
couraged?
several weeks and I don't see any results."
Counselor: "you must not be discouraged." h
Parent: "I am not discouraged? -But of coursevif no oﬁe sees
brogress..."
’ * X * .
: | ¥
Counselor: "You must avoid guilt feelings." —
Parent: "I don't feel guilty. I didn't do anythiqg wrong. "
Counselor: '“You blame' yourself for nof’hav1ng donJ enough for Feel
’ gutlty?
your child."
Parent: "This I do."
Counselor: "Doesn't this mean feeling guilty?"
Parent: "Guilt is a crime. I don't think 1've committed a crime."

40
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Teachef: "Yesterdey Raymond said he .was éding to run home and tell

/ his mother."
V4
Counselor: "You don't have to be afraid of that."

“Teacher: "I am not afraid. The only thing, I wouldn't like to have

a call from his mother again.”

L *

2. Discrediting - Acceptance of a statement may imply intellectual and

moral inadequacy. Should the statement be fully accepted,
simplicity is implied, and thus, why has there been $0 much
This tactic 1nsures that the process of change does

!
A position of no ob11gat1on is

stupidity.
7 not proceed toofast or tooﬂfar
maintained by using a verbal pattern of "but- knocking
knockers acknowledge the premise and then proceed to attach or

deny its applicability to their situation.

Counselor: (Suggested corrective action)
Teacher: "It may have worked in those suburban schools but these "

kids are different."

3. Disparaging the Competence or Method - In this technique the i

defensive individual must prove to him/herself that the other
person is qualified and unqualified, expert and inept, proficient
and unskilled at the same time. The dilemma is solved by a simple

trick: the speaker asserts explicitly one opinion but fmplicitly

41
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¥ - dehjgs that asSert1oan 1mp11cap10n. for'examp1e} two parents have
consulted a counselor on\improving the home behavior of their J
child. The parents demq strate. trust bQ'cbntinuiﬁg y1sits,,but, by. 15;2: .
using Shrases1w1th d1§paf§ging implications, deny the ability to . worgé\\\
] , ' - _ : whoee
< be .helped. "Hjé uncle seems .know how to handle him - there must ,ﬁzggttt
. be something..." Tactics of kind permit the parents to main- be?
tain_the {1lusion of peration while at thg)same'fime disrﬁpt1ng
or Apposing the prgg‘i;:—“if the process does not work, the
a fa11ure may be exﬁﬁained as the teacher's poor method or the n-
sultant's 1nco?petence; not any of the parent's responsib¥1ity.
-)f
4, Cha]]qggiggﬁthe Implication - The 1mp11cat1on of the 1nterpret1ve
statement may suggest a goal that could be perce1ved by a& ’
individual as unrealistic or impossible to achieve. The reactiOn I'll try
indicates skepticism and no full acceptancé of a goa].(‘Even z:;h;’
though oneraccepts the basic sense gf the statément, the p?edge is fart
given with reservatibns which find their intentions in thej;xl ‘f )
pression "I'11 try my best." The "best" is nothing but a weak, half '
effort, lukewarm cooperation, a dispositioh to give up should the. s
first trial prove unsuccessful . To‘"try"‘means not to perform
wholeheartedly. Without full acceptance of. the goal, there is no 9
all out effort dr risk. “

" 42 ’ ¥ ,
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Chal]ggglgg;Accpuntab1l1;14- A common rejection of pursuing further

.exgig:at1on is the recourse to heredity. No one, on any account;
1
ca

e held responsible for a difficulty inherited from one's
- ‘ ‘ ,
ancestors. '"N? one in our family does well in mLth." Accountabil-

ity can be directed toward other sources: - -
Parent to&ard Schoet+~ "School problems are your problems. I have
| o » my‘pngb]ems and I don; bug you with them."
Cou2?e1or toward 111ﬁ§ss; “H\\has been to the Mentdl Health Clinic
’f% : | and h& needs to go back. "
; ; ; |
Emotionalisp - The practice of "work1nq oneself-up" makes it poss1f
ble to channe] wrath to achieve 1mpact The pred1cament 1s‘ )
emot1ona11\{f by ‘such items as relating end]ess effoirts, fr1ghtfu1

pressure and constant worry. The emotionalism may be voiced in

2
,/§3?t\\t1m1d phrases which eventually fortify defeatism. Note how

the foNowing phrase could be emotionalized 1n a number of ways:
"I have tried everything." A ‘ 3 ’ Z'
Non-involvement and hopelessness are the goals.  Sentimentality
may be evoked by %ahng for sympathy and atfént1on

Parent: "I know spoil him but he s a11 ['ve g%t left and I just

» Fa
” can't help it." I
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Basic Acknowledgements \ —

Assuming responsibility requires the will to experience discomfort.

It is human and natural to want quick relief; to 'be impatient with

irksome obligations to ‘others; to hate the discomfort of laborious un-

’

tiring practice; to want to give way to temper; to indulge in self

pity, to complain and to work oneself up.

-

Assum1ng,r§§§bns1b1}jty requ1rés a social interest. Genuine

feelings for_change tend to produce plans and actions designed to
remedy a gjtuat1on outside the person who experiences the affécts.
Emotignp11sm and ;%ntimenta11sm have the opposite effect of turning

the attention of the affected person inside, to ong's own inner

experiences, anxieties and anticipations. The resu ting,81ffe¢ence is

527 between group-centered interests and se]*-cenﬁered individualism.

- : . <
Assumin sponsibility requires the commitment to long range
MA

. J
Long range goals require greater amounts of time and tax the
- b - »

pat1ence.\enduran§é and determination of.an individual. Short range“

goals.

'goals tend to be less demandfng and exacting; require less time and

effort; and have minimal risk for failure. The thought that you

nég]ect%g the?pducation of your ¢hild or that you have spent your-
1ife being a poor téacheﬁ is a sérious concern compared to a tommen;
;boutma poorly mowed lawn. Long range goa]}&bffen demand steady
cqn;;ztratﬁbn;.pat1en£‘app11cation, and strained attention. Theﬂf/;g .
11ttle time- for rqj%xation and in most instances, not an opportunity ’

5

to start over. - u

) &

If it were
comfortak
we would
have done
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Helplessness is not Hopelessness ' T

~;v3 One whb feels helpless will genepate emotions of frustration -
\ fear, anger, despair, envy, 1nd1gnqp10n and disgust. The result will
be HOpelessness unless responsibilities are shared.
1. Feelings of he]p]es;gess can bedinderstood and u;éd as a basis for
act1on.‘
. \ .
2. Expressions of hopelessness must be redirected toward a willingne

to pqrt1c1pate. !

o

3. QV? must be able to descyibe how the sharing of responsibility can

{

. \\32 accomplished
4. W mus t provide evidence of commitment of time, effort, and self
worth.

5. We must manage the size of step/of the 1ntervent1on/fac111tat10n

Y program in a manner to assure motivation and perseVerance
kj -
L
. . )

. - % _

| [
* "/,
AN N é’ .
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Sharing Responsibilities

1

r 2
Effective, interpersonal relationships require not only accepting
involvement, and sharing

This 1s

one's own responsibility but participation,
of the responsib111ty for the relationship with others
espec1a11y tfue but often ignored in the school setting
‘The teacher or counse]or is ina vu1nerab1e pos1t1on because
parents expect schools 4o 0perate a1most the same way as schools

Opepated when the parents were students.
e ~_/

‘However soc1ety and educa-

' t1ona1 techno]ogy are changing, but 1ittle is done to 1nform parents

o

L

<

about néh goals in educatfbn or new ways of teaching.
oné is a critic ahd exp ﬁt‘“
Vtl theip critics. Parents need to becongz

Because every-.

eddcation, scbdg}s/need to@éﬁopt new.
ways of communicating -
involved -in the dea1sf5n making process through adyisory ‘commi ttees
dnd voluntedt proggams. /f v, f -
X Students a]so have ggpectations of the’teachers based upon

?r{igz school experience A]though students expict the teacher. o be(
re/po ible for ¢he1r Igarqvng /jhe teacher is actually resn?nsTble
for structur1nd’a 1earn1ng climate 1n which the student is responsible
for 1earn1ng. A ;artfof the structuring of the ]earningrc11mate,f?
_the maintenance of bas1c ordjf Basic order 1§ not a mattervof quiet
ch11dren sitting in stva1ght rows. Order 1nc]udes'0pen and direct

communication so thdt responsibility is understoed. Order-is knowing,
) ,
. . !

"

What, 18
order?
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'thé conditions for Bartto1pat1on in_the group. VﬁOrder is having the"\_~ I I 7(?{

objectives clearly understood a

a

6§y1ng what resources are availab]e
29

5' f. ‘Teachers can use natura] and\ 1 callconsequences to establish

.~ and na1nta1n‘order. ,Teachers, like*parents, haVe\?ended to protect?
- @ ] .-‘; ’ N »r" ]
students from the consequehcesvoffno -learging. We have beén con-

3 One oft n hears teachers talk

o

_cerned with.fairness rather than ord
about students as they reldte ts one )nother\an R because oy/perceiyedBR
crue]ty justify 1nterference in nétural and lo }cal 1nterpersona1
relations. This denies students the prortunit to be nespohsiblerx“

and value differences’

Values are a part of 1nterpersonal relation
/*are a consideratioi in 1mprov1ng intirpersonal relationsh1 s. Prﬁ-‘
" dominant parent and teacher values\:tgdit1onally cent?r on control and!/’
superiority 'y Predominant student values center on comfort and
. pleasing. A realignﬁlg; of va]ues is necessary’ 1f 1nterpersgnah

oY

<\;]r‘%hat'hons of teachers and students are 'to pe 1mproved. RPUR AN
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' ;3. - . .// Handout #2 o N N
o O 7 . A s - . '
" Z ° SABOTAGE TECHNIQUES,USSS/BN PARENTS~ . - &

@ . - - \ .

» P‘Peﬂtel criticism may be aimed et the schoo]. or the teeerer
. may alsp excuse their child's Behav1aﬁ:hy blaming -1nher{ted:cha eris-
tics, themselves or other influences. "In psSence, parents-are s g
that-thetr child 1s not responsible for his behav1or . Someone or some-
- thing eise 1s causing him to behave this way.  To' absolve ‘themselvgs of
a - nespons1b111ty. parents may use var1oue/4echn1ques whfch weyw111 review R

¥ . *,
4 : , . .
—-—— N -

" Mried d gt the School ' ‘ RS

-1. ‘School is nothing but a p]ayground these days In my days\there was
no nonsense. ' We had to study, ‘and we' did.- I don't know 1f this is

called to schoo] so often these
rob]emgA 1 have my own prob]ems.

AN : : ,"\

¢ 2. -1 can’ t understand wh perents
- days. Schoo] problems\
‘ . ¢ and I don't hother'you

S
;33 3. My child {sh't used to - "/us rations ‘At home we al]ow him to ‘do -
. what he Wants to'do. dhouldn't he have all the-freedom.in his
_ ' 2" own home? -Then at schoo] 1t 1s required”thet he do-certain things -
- at .a certain time. He 1s restricted. and.he becomes d1sturbed He

1s used to being Qisa{ boss. r ‘ x‘,
» .

4. I can't undefstand why $he has trouble reading a peMing. at :
school when .she>does so well at-home. She for me, ena\11g1ve
. ", TTher spelling words, 3nd she has no' thub1e at a]] . .
Y : \ . ™ , , s
\v 5. 1 can't understatd whylAnrie should-have so much trouble at school.
. None of my. other childrien had any trouble. dft all, they. Were —_
- Bhought up exactly 1n the same way and 1nﬂth me #”m11y o
6. He doesn't do 1t at home. I don' t KnoW why . he §hou}d do anything
like that 3t school. / v \

. J
‘> 7. Is t'pt all the ch11dren do--art work? S % ,
R Oni 111ng a parent that:their child was not ready for the z:rmelity
‘ v&of reading and§§§~woqu be better for him to repeat kindergarten:
.~ M gou think my child 1s so dumb and don't want him in. your. school---
- I'11take him someplace e]se e

"y - - Pl
? — S e
3

the new system that children play so much in school or if the . R
teachers Jusﬁ like to sier for emse]ve; - :
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Aimed at the: Toacher

¢

1.

2.

3.

4,

5..

" .6,

7.

8.
.

9.

10.

“2ur.

-,

*

1.

13.

If you ask me, you are using too much "paycho]ogy “ 1 don't be11eve
in 211 of thds nonsense. Why should my child feel insecure?  He gets
everythini he wants. He has a good home . . ]

What do you mean, "She is insecure?” You should see.her J of f
the diving board and ride her b1ke without ho1d1ng on. She is not
afraid of anything. -

b b

If you have prob]hms with my ¢hild, 1£J1% your business o know what
- to de;, >That's what you are tra ned for, and for that you are gettingL
pt1d I don't see why we peren 3 heve to he]p the teacher

John - 1s a sensitive ch11d You cen t treet h1m~11ke you treat’ en
other child. I don't mean that he shdu]d get specie] treatment ut
- you know what I mean. He 1s different

I think thet yzUV3ust don”t 11ke my daughter. I"must speak~to the
pr1nc1pe1 abou 1; 1mmed1ate1y I want her out of your- c1ess4 :

Jinnw never hed any troub]e 1n schoo] until he ‘came to you.

Teachers’ try to take out their frustratidns on kids. This is nothihg

new. Any 11ttle thing they do becomes a .big problem. John 1s a -

.normal boy, the way I 1ike a boy to be.- A good fight now and then 1s
good far him. - It makes no difference who 1s et feu]t or who sterted '
At. .Let Win have his fight. ' . 4 S

I hed’no 1dea thet Se]]y was so bad at schoo] This {s the f1rst
. 'time I have heard of 1t. If .the records say that she was a ‘problem
~in other classes, I know nothing about 1t. ‘

.I thought that when he gets to you, you w111 streighten h1m out.
Guess I was wrong about that. .

1 know exactly when his troub]es started. In ei?h;g e he had
a very bad math teacher. He had no troubfb unti h1m

That 1sn t what he tol1d me.

o :
After telling a parent the ‘child's score or rank on an achievement
test: [ thought you would.have done a’ better Job teaching’ her what
she was sugposed to khow.

You don t ‘need to call me again 11 me what my ch11d 1sn t doing.
1 mwsend1ng her to-school--you teec her. ' ; i
¢ . v N a
¢p+49 S
v \ < b’ | z‘ /l ’
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Aimed at-Non- Invo1vement

-
v
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* 'mother. This is a mother's

7I m sorry to hear that my Jimmy cayses SO much trouble. Mayhe,we :
. ought to put. him in a private schqo]

Why don't. you shame him in front of the entire ciass? Embarrass himv
in front of everybody. and th1s may teach him a lessdn.

Why don't you use the good old paddle. It never hurt me any, and it

will do my boy some good.  Believe me, we couldn't stand 1t if re

didn‘t paddly him when he deserves it.

I'm a very busy man, and can stay only a few minutes. Now, what can
I do for you? Well, I leave q upbringing of the children to: their

.. gfWhy don't you get in touch with my
wife and have her come to.see you Loy

"'1

. I tried everything. I promised to giye her the car one n1 ht for

every good grade on her report card. She promises everything, but
she never keepslher promise. We don't know what to do any morq

I wish I. had a dime for every time I was called to schoo] ‘when you

cal] I ‘get souupset 1 start shaking.

,

I hate to say this about my own ch11d but I'm afraid he 1s no good.

1 am not one of those mothers who'try to fool themselves, and who
it their eyes to the tryth. My husband and I have tr1ed everything.

 We tried giving him much %ove, and it d1dn t do any good. We tried

£ 10.

1.

2,

e

}pun1sh1n9'h1m « th1ng worked

Wait ‘udgdl-I get home I'11 skin h1m a]tve No child of mine is
go1ng to behave that way. @ A

she 1®¥ot a bad girl at hotie: My only trouble with her s that she .

wants to be like me. She wants. to stay home, take care of her baby
and gook ' s o - - } )

1 am afraid® 1 cannot he1p yop.‘ H1s father pampers him to death.
.He makes a real sissy out him.. If I.say "no" he runs- to h1s .
L .father crying, and he 1ets have his way.

.. b
I know I spoil him but, he s all I'ye 'got left and I just can't he]p

v . -

He 1 "strong-willed" JuSt 11ke I was and ny fo]ks d1dn t know what
to-do with me. .



N

.1. I'm &fraid he takes after me.” I never cou]d stop talking in class.
Don't you think that he m1ght have inherited. this from me? As a
mat:ar of fact, my mother told me that she had the same trouble her-
se .

© Using Inheritance

2. 1 must admit, I never was much’ of a reader myself. I herdly ever
* read anything but a newspaper or a magaz1ne!% My husband isn't much
of a reader either. But, I insist that my children read every day.

3." Do you think his thinness may have something to do with his 1ist-
lessness? He is.such a bad eater. He hardly eats at all. How can
he have the energy to -concentrate on his work?

. "4. I spoke to our doctor about Jane' s trouble in school. He told me not
to worry: that Jane will outgrow this stage. Frankly, I washa devi]
myself at her age, and I came out all 'right. t)

5. Don't you believe that some children are born with a bad streak in
them? I honestly think my. Judy was bad from the day she was born.
We had no trouble with the other children, but we always had trouble
with her. g; N

6. He is very much 1ike his father He inherited h1s father's stubborness
and other traits which are not especialiy praiseworthy.

7:' Nhen “the teacher 1nsisted that the ch11d answer the daily ro]l call--
Parent’ reply: Nohe of my other ch11dren ever talked and they know
how now.

Aimed at Others : S ) , '»-'

) 1. The - chi]dren 1n this ne1ghborhood are a bad 1nf1uence on Bobby fgh
. know, this neighborhood {isn't what it used to be. Some very un-
desirable people movedf( We- try to keep Bobby away from ‘other '
children, but he learne lot of bad things from them anyway

2. Maybe if you mdved his seat awaﬁ from- Tommy, We never d1d like | _
70 .. .ats boy, and we're sure- that h® has a bad influence on our boy.,

: ' .y 3.2
3.. Cathyris lazy. She is the laziest th4hg at home -1 can talk myself
hoarse and she won't do a_thing. I know Wwhat you are up aga1nst

.' Y

NS - o ) v




’. . - Handout #3 = i

COPING WITH PARENTAL RESISTANCE ' o
IN THE RESPONSIBILITY SHARNG PROCESS  » -
S |

-~
h

Empathizo with parenta] feeTings of frustration'and hope]essness.
Avoid discussion of blame or "cause." |

Stress the need for the school and home to sha}é responsibility in
any future intervention plan. ‘

Explain why tnh child needs. to take responsibility “for personal
behavior. - .

L4

. Focus on the ‘child's rosponsifi:ity taking needs and related

avoidance behavior

Be preparod to disclose feelings of frustration 1f avoidance . of
responsibility sharing persists. .

May be necessary to confront: elg.; "If nothing 1§ done to help a
your ch1ld there is good odds that he/she will

] ' N - ' t
B L]

q

. Allow the parent to leave with an alternative of returning in 4

dignified and at ease manner. ‘ . ‘.

{

~
]
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Activity #6: 'Helpiﬁg Parents Share Responsibilities
Purpose: to gafh exper1enee in recognjzing and.respond1ng'to sebotege

techniques. -

“Activity: " po

\

) 1. Form small groups of. 4 or’5 members% .
2. ‘§e1ect a parent statement from the sabotage techn1ques.a1med‘it the
school (Handout #2) = - | ~

. a. One member shou]d read the statement to p1s/her small group as

_ 1f he/she is the parent. ' “_‘ )J ,
Qfg, a group. ta]k about the fee11ngs and/or frustrations that
,are being expressed péwthe parent

c. Develop response@»to the parent statement that wou]d facilitate
parent awareness of fee11ngs and -functions. (You may want to
" refer to Handout #3: "Copipg w1thhﬁggenta1 Resistance.")

".“ - d. Evaluate your responses in terms of equa11ty, mutual respect,
and shared respons1b111ty
** 3. Repeat these steps using parent sabotage statements from the [
. - rema1n1ng categories. S . )
. .. o § 3
- 4, As a tota] group,, share and discuss what you bersonaﬂ1y learned from -
this experience. . . _ By e
' ' . : -_‘,ﬁ;"j% _ .
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Activi ty'#6_:_ Helping Parents Share Responsibilities (30 minutes) ,
‘ ’ xa h ) ' . : b
Move quiotly around the room and check to see that groups do not
. «--bocoma stalemqtad Encourage honesty arfd constructiveness in evaluatmg
’ ?
-responses, Act as a fac111tator in the final discussion of this
l‘éa'mjng experie,ncg ; keeping group members on task. ‘
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Activity #7: Helping Edicators Share Responsibilities

Purpose: to become aware of sabotage techﬁiqués usgd by educators and

 Activitd:

\>\to‘develop communication skills to fac111f§tg»shared

responsibility. Lo &%

-
T

1. Brainstorm a 1ist of "Sabotage Techniques Used by Teachers, Coun-

selors and Administrators.” *

2. Repeat steps #2 a, b, c, d and #4 of Activity #6.

v ¥

. o
» 3, ? -
LA % )
Y | ) % 3
.‘ | % W - N A
. . ;o >
»
S
» ‘ DR [ B »
- t hd k ! . T . b « N «v
s - ® ‘ > ® . \
. I k4 N A
' > ».
\_/z & ' ; E a
3 . :
. O N ) \,
(o . - L P . s,
A . -
N ' N . : : '
s q - L} T . ! ¢ st Kl ,
N s . % [} 4 do s ™
. L e,
: P ; 54 - . g 3 W K
g .
o $ . NG &
s P
’ .. \



- r «

N

_ Activity #7: ‘He1p1n)g Educatorg Share Responsibilities (30 minutes)
. L
1. Have the total group develop a 1ist of "Sabotagé__Techp1ques Used by
~Teachers, _Counsé]ors and Administrators” (compah on to "Sabotage
- Techniques Used by Parents"). (Limit to 15 mini:tes.)
2 Tell participants to 'répeat thé steps used in the previo:s exercise-

- "Helping Parents Share Responsibility." _ : 4
Note: You should 1ntroduce this exercise by point"lng out that we ,,.,, 7
Tas educ ators ka*lse employ sabotage techniques, and we needs' to $
betome aware of our practices and develop conmumqésation skﬂls to

’ _ .
»facﬁitate shared responsibility. . .ﬁi S
{ | "
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| Handout #4
ORGANIZING CLASS MEETINGS

Purposes of Class Meetings

1. Allows students to experfence Glasser's three components of academ1c

-~ SuCC ,
" 1nvﬁ1vement _ ’
‘relevance ) o : .
*thinking- : - S ‘ /’
_-2. ‘Provides succes$ experiénce.' No one in c1ass can.fail because 1n§e‘5 .:.‘.\

class meeting there 1s no-right or. wrong answers s e

3. Allows the more and less capab]e studenfs in a c]ass to interact on, an

equal basis. . ) Wy
N - * - A -
4. Promotes cohesivezness of class. . . N ' .
5. Solves many classroom problems. . . , - &
. ‘ 2 : Y . . =
. ) : . o - . ® S - N ¢ ’Aa
Physical Aspect of Class Meetfngs , A N '
1. Need ground rutes for condueting meetings. ' ’ ; )
* «get the group into a qgosed circle in the c]assroom teacher and
students. .
o work on an idea which has no right or wroné answer; not 2 factual
t. » .or simple answer; open ended subject. — . .

‘attempt to solve the individual and growp educational problems of ¥
the class and the school--to solve the problems of 1iving 1n their
schuol world.

«all problems relative to the class as a group and to any 1nd1v1dua1 :
in the class are eligible for discussion.

*discussion ttself should alwaysbe directed. toward so]ving

i problem; the solution shou]d never include punishment or f t , c
@ finding: - ‘ L
Y fﬂing held \1ust pmor to a() natural c1ass bYeak--]unch recess, )

2. Meeting time shou]d be cons1stent% : Lt - o
+Elementary school--at. least onct a day , 'v\ : v -

.-High school--perhaps twu'or three times .a week. N ‘ n
ZrLength p7 inddvidual meetihg would vary according to grade 1éve1 R

'Y of participqnts- © e R LT 7 Ly ‘.
. ) . & . %*( } _.-41, % [ ;‘ -
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o ‘v/ V‘ S Y. ST e
Three Types of Meet1ng_ " N ' : szif“ :‘ B

. 396c1a1 -Problem Solving Meeting * o o
Concerned with student's social-behavior 1h school; 1.e., the

‘senfors are particularly noisy during their\free study period. ,

This: disturbs other students and teachers
handled?
*A11 problems relat1ve'to the ass as a group and to any

) individual in the class are eligible for discussion..
- *The discussion itself should always be directed to solving the .
problem; the solution’ should never .include punishment- or fault-

finding. L
2. Open-Ended Meetings o of
*Concerned with intellectually 1mportant subjects.a/izydents are

-can th1§ be

asked to discuss any thought-provoking questions reldted to
their 1ives; i.e., What would you buy if you had a’thousand
~ dojgars?

*Type of meet1ng which should be used most ofteh/ even where
behavior problems are most prevalent. The more it's used, the
more it's.applicable.

>

3. Educational-Diagnostic Meetings
*‘Always.directly related to what c]ass is study1ng, i.e., the
cléss 1s disappointed that after studying the American Revolution,
- the students still didn' t\feel they undérstood the dimensions of
N t: N
T .+Can be used by the teacher for a qu1ck evaluation of whether
teach1ng procedures in the class are effective.

-

'
/
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LT e T o e &
DA ‘, .;ounumgm CLASS MEETINGS:
3 -5 T N e

~ N B
. |

.
MR ,,._:»\',5.
3

KUY | | |
Getting Me'eths Started e

1. . Glasser's educat1ona1 philosopﬁg should he d1spussed and understood.
by -the school faculty , ,,, _ |
2 -*Some faculty. member, prefdrably one who has had some exper1ence in
-,-conducting class meetings, shouldﬁuemohstrate meetings to {ndividual
.. hémbers and to the whole,faculty , .
3. The 1argehc1rc1e seating arrangement has'been proven to be most

effect1ve in stimulating commun1cat1on

4. Teacher should sit in a different place in the circle each day; and

. he/she should make a systematic effort to arrange thé students so

~ that the meeting will” be most product1ve V1s1i'rs to meet1ngs~are
welceme

. .In 1earn1ng to conduct meetings, teachers m1ght team, either as
: observers or co-leaders.

Subjects for ‘open-ended discussion may be 1ntroduced by the teacher,

~ as he/she sees fit, or by the class.

Meet1ng durat1on should depend upon the age and meeting egper1ence
of the class.

- .Primary students may find 1t difficult to mé‘hta1n attention for
more -than 15 minutes, but the time m1ght be increased to 30
minutes.

-30 minutes 1s a good meet1ng time for 1ntermed1ates and h1gher
grades. .
‘Probably better tolhold meetings to a spec1f1c‘durat1on than to

. allow them to vary|in time from day to day. ' .
-Teachers shauld be jallowed to cut off a meeting.

Meetings should be-heTU before a natural utoff such as 1unch or
recess.

‘Meetings shoukd bejregularly scheduled and cons1stent daily if
.possible but at 1east once a week ‘s

Children seem to respond best 1€ they are given an: 0pportun1ty to
raise their hands. May be possible t b run meetings in which children
-politeiy wa1t their turn to talk, but this dis a difficult goal* to
accom:lish. ~ Older students should he"allowed to speak without what

o to, them'segms +childish hand ra1s1ng

A teacher should never interrupt a "student to correct had grammar,
bad usage, or mild profanity. Teacher may intervepe when student
goes on endlessly and 1s boring class. a‘

P SN
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110 >>S{:jents mey become Very personal. Teacher should accept these

comments, but may ask student to discuss someth1ng else’ 1f she/he
~ §tarts te1k1ng of drunken brewls. etc. .

'Keepjgg Class Meetfngg;ﬁo1ng"

: .lto
'2 .
’ 3 .

Teacher should be enthusiastic.

Teacher shou]d féel program is of value.

alws

.

Teacher sﬁould not become discouraged if meetings are not good every

day ; "
T0p1cs must be relevant. 1nterest1ng. and thought-provok1né/
-Specific questians draw more response than general ones.
-Teacher-must be prepared to follow up questions and discugsions.
Besides one topic, he/she needs additional. questions to keep o
meeting going.
pr1cs may -come from class orafrom teacher. &

r
N
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ACfﬁVITYO#JB:' CLASSYFYING CLASS MEETINGS%N\ ' ‘ '

1.

e

™\ Purpose: to practice ident1fy{ng ﬂpprOpriate class meeting pe§'fpr‘
" various situat1ons N T ' % -

Act1v1ty Using Handouts #4 & #5, determ1ne the typé/of c]ass meet ing
you woqu use to besk deal with each of the 5 situations -

1isted on this act1v1ty sheet ) _ U 7 ,
Y Qg ‘. "~' "
‘ - \ Type
o
1. Mrs. Stevens’is coneerned‘because many of ‘the R P
class members did not understand the concept A
of gravity. o 2 VNS
2. ‘Some members of the class want ‘tq elect Q’ 2. .
officers for the year. , _ . '
3. John posed -the problem of 1ntegrax10n 1n the ' T3, L .
public' schools; spec1f1ca11y busing. - .4”’*/’ ,
4. Hrs. Stevens asked the class what they thought™ - 4.
By about making study hall a more profitable time.
*P ‘.
5. Cindy and:ﬁﬁiy of the gir]s are,d1sp1eased L 5.
- becatise they couTd not partictpate in a bds-
ketball program after school. -
el i ! -_‘,‘..
. : A\
‘. 1 :
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) Aegiy1ty t8 f[éssify1ng ClassﬂMeet1ngs; R

.‘,’ - ) “/ £ .-' ‘ . - P v ) . ) .‘. '.—‘ - z:h - "‘ - | .
v L T ' N Lf- %‘i\ /

,_
-
-

T 'Tell part1c1pants to read the d1rect1ons fbr th1s activtty B o
angd clar1fy any procedural questions fhey ‘may. haqe about S e
“the actfvity. . - ;1 T S f:'ﬂ7:""
2. This is an 1nd1v1dua1 actmty and. should be coqvp]eted Al =

. EEE ¢ . -

i in about 10 m1nutes. Do not allow the act1vdty to'drag. K o

. 3. Lead a d1scuss1on of pa${1cipant responses. . o h . .;f'

. o ) o i ' .
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) Instructions: Given each of’ the fd1]owing types of c1ass meetings. .

originate at least three topics for~each that would be app1tcable class-

room situations. -° .. o ol
1. Social-Problem Solving Meeting
n‘ ‘v
2. Open-Ended Meeting v
! -
3. Educational-Diagnostic Meeting ;2'.
607+



~ 0 Handout #6 :
P GENERATING TOPICS
~ This is an ckﬁhple_ of an activity that could be part of a staff
~ development effort related to‘incorporating class meetings as a part
of career guidance strategies.” Have each participant complete 1t
individually. oo \ . '
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~ Activity #9: " Class Meeting Plan

Purpose: to identify §1tuat1ah§'apﬁfopr1até foi/éach c]ass,maet1n§ type

4

and *to practice planning a complete class meeting.

o

Activity:

1. C6mpfété'Handout #6, as 1nstruct§d by your leader.

2. Chdbse one of the top1cs you generated 1n Handout #6 and plan your
first class meeting Give attention to where; when how and who will
attend. )
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Activity #9: CIags‘Mid¥1né Ban

~

" pants to work individually and to be creative.

- »

Aften'partictpants'have read the instructions for this acfivity.

answer. any procedural questions they may have. Encourage partiéi—

)

) Alloﬁ~br1¢f discussion of the final products if participants wish.
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.Introduction

The purpose of this section is to provide the career guidance team
with stiff development and consul tative skills designed to foster the
developnent of significant relationships in school. In order for
"systematic development of significant relationships.to occur 1n school.
-teachers and other school personnel need to acquire awpasig/dﬁderstanding '
.oé begavior. and to develop ski]ls for correcting-misbehavior and ’

promoting means for student involvement and participation directed toward .
'improved soclal interest - '

The section is divided into two parts: 1) Understanding Behavior.
"and 2) Methods for Improving Relationships. Each part included a
.presentation.efccontent materials followed by handodt resources and

knowlgdde and ski11 deveiopment'actiVities{
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- 'purposes of-behqv1or Our explanat1on of problem béhavior 1s usuaﬂly

‘A11 problems in interpersonal relationships can be explained in terms

rhbasfo condition results in discouragement, and the person further

o v S L - BRI
Doveloping Significaht-Relationships in choc_ili":~ ]

W . o # - ’ ( _.7:. ‘..'.'.f. '

Understandi ng Behavior o . ) .

-

Have you ever thought of 1nterpersona1 relatfons as being purpose- N |

ful and prob]ems in relat1ng with others as be1pg goal d1recild? Hhat

does the shy s nonverbal person-ach1eve? what can be the goal,of -a temper :

tantrun or of a lunchroom food fight? Ne are’'so 1nc11ned to th1nk of,

behavior as caldsed by antecedents that we overlook goals or intefided

d1rected toward, outside sources A child 1s shy because he/she is ’
“frightened or depr1ved of 1earn1ng opportun1t1es Or. a student gets
1nto fights because he/she 1s provoked by somebody

An alternate approach is to 1dent1fy the goal of the relat1onsh1p

of four mistaken goals.- These mistaken boals represent degree of
discouragement. A person seeks to find one's place in the group

. : R .
(family or classroam) and to be significant. Failing to achieve this

strives to fit in by (a) seeking attention, (b) be1ng the boss or in

power, (c)-getting even or revenge or (d) be1ng helpless or in- 7

adequate. Study the charts that dep1ct the mistaken goals of problem
. behavior (Handouts #7,8,9). . f

People also seek attention by active or passive destructivé means.

A Y
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'-attention

Hhow to do, or that fa1ls to turn in homework

" when one is in- the class spotl1ght.

‘pass1ve with the end product almost always destruct1ve

" don[t know." are a passive display of power.

RS S 3 “,.?\

[ S S

Cons1de;‘;he child that seeks an -answer to 2 guestion/just wh“n éﬁé ‘
teacher ‘is most busy. that seeks help wlth a task that he or shc knows
These chlldren also get
The teacher feels annoyed and may seek to correct the be:

‘haVTor by coax1ng. rem1nd1ng. or yfeld1ng to:ihe child's démands for '-}

"time."' The child's behavior w1ll Tmprove temporar11y but the ch1ld

. will saon seek moro attention. The chlld 's percept1on of self 1s that ..

- one counts only when .being served, when teacher is attend1ng to one or

-~

More appropr1ate correct1ve

measures might. be to 1gnore to answer in an unexpected manner or to

- give attent1on at a more appropr1ate t1me.

The more d1scouraged child who seeks power w1ll be act1ve or
Tempe
tantrums are an active #how of power while the shoulder shrugs w1th
Certainly nobody
can make a ch1ld.not have a temper’ tantrum, nor can one make a child
know the answer. Teacher feels anger, challenge and the need to
assert control. Effort to correct witl probably resyl® in an 1n-

tensification of the negative behavio/ﬁas both parties want to win.
- o ‘

+Relationships are well on the way to further;deter1orat1on. and'the“

best way to cope may be to w1th§raw'from the struggle, to act without
‘ , . ! \ |

speaking (for words may become an angry lecture), or to redirect the
. N > . . . . o
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v
<.

A

P —

eatteftcc

I'ZZ ehaw
you




person s efforts end esteblish equeH ty In estebl'lshifg equality you — _”
v ecknmﬂedge the r1ghts of the other person w out ebd1 cating your own | Dependgr
- ( rights when yoi acknowledge that you don't heve to w1n and the other
%erson doesn t heve to lose EqueH ty means belenciﬁ' right end
responsibilities The other person 1s responsible Aot for your be-~ . =/
- havior but for h1s/her own. Problems 1n 1nterpersone1 relationships ’ ’v
pften occur when _one person. tr1es to 7ke the respons1b111ty for N
enoéher person s behev1or Deny1ng a pers?n the o”pportun‘lty to be
;cgonsible for self 1s d1srespectfu1- and leeds to‘further discourage-

\\' c mnt A- 2 . ' l\ Y c .
he - . 1] €

. /

\ Revenge 1s more des tructive and may be gassive or ective

‘ Vendelism, vulgar ]engu«age, {e'lHng embarres§1ng stor1es making
v;ngeful coments_./becoming pregnent', us1ng ugs, or breaking pn1~zed _ =

en .~ Thes‘e~’seme 'ects , Hurtful

possessions are bll possible ways of gth\ng

- may heve as their goal attention br power s+ e fee‘l1ng of the s;gnh .

ficy‘t other . 1n such incidences hq’ps to 1dent1fy the %ml If the
goal- 1s reyenge the teacher or perent wﬂl feel hhrt "How could ypu

do th1s to me?" The child seeks to get even eng w1uJ1ntens1fy . B ( ‘
beha,vibr until he or she feels i11ke a w1nner ’[hese ‘lnd1v1duals feel " &
that they cennot be erd or hawower but wﬂ‘l count if they can
.hurt ot&ers 11ke they themse]f have been hurt. Correct1Ve measure -

[ |

.. 'requires .that order’ be- 1nta1ned whﬂe a4o1d1ng retalfation.

' Extricate yourself.and t_hen t about w’lnn1ng the student through en-,
N . N . N
}_’couragement., RS ;f - . PR 1

U fv)?r " ST P 1oy L
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AN
- selves as 1nadequate. afd respond with extreme p ssivity, defying a'l'l ‘
attenpts to 1nvo'lve theln in. c'lassroom activity Z The teacher fee'ls , \' D&fpair..
- ! o
: he'lp'less end despa1r1ng. The teacher has- given up and offers no .
reprimand. b,cause thatv teacher feels there 1 s no use trying. whﬂe th \
chﬂd f‘ee'ls "If .1 don t-try I can' t fa1'| " The on'ly antidote for this ﬂ
f7'leve'l of iﬂscouregement 1s to prov1 de bes1c encouragement. .
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You may want to.write i:hg fo'l'lov}LrLg_: brief out'l! ne on the bo’ard_ for
' (:‘.Iar'1vf’1cét:§on'o{g concépts bphig preéehted in this section of the package. o
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. GOALS OF MISBEHAVIOR < -~ ™ .
/ ," - LY

‘ ' T 'ATTENTION GETTING '

. Rl - R
7 ¢ / . : v
-~ ) & . " .' ‘ N
i N -
‘ )

/ - o

CPOWER © 2T L L

/

_REVENGE o= N S
- 4. ‘ . | ’_‘b ’ L

) . e . . ' ' - ‘ K ) .
o : ' DISPLAY OF IN%DEOUA_CY | N 1. .

Y | ' “. - L'l wb ) \
‘).l- ’ ' v; .
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L (ATGTNESN JUG1al NTEPST ) ommmmna e Mlinlshad.Soca,Intemts_ -
~ o %}L T " USELESS L AL

| “Retive ponstructivé‘ \ Passtae Constructive | Active Dastrugtive Passtve Destructive
{sweeest™ o Pl [Twise’. | Mazines® NG ETTENTION GETTING (ov)
cate remarks  © | exeess pleasant‘ness | the show off - | bashfulness 1 Seaks proof of his
*lexcellence for praise | "model" child theclom [ ack of ity ap‘;rom or status
and recognftion - | .bright sayings - | obfrusiveness {nstability | (almost universa) tn
, |perforning for exaggerated consclen- | WaTking question | Tack of Stamina pnschool chﬂ:%n)
o attentlon 1 dodsness . mark fearfulness.
. [stunts for attention | ehcess cham - |- "enfant terrible". | speech inpedinents . N11-cease when repri-
- Ibedng especial'ly ?ooH Ysoithern belle' | dnstability, untidihess mnded or given atten-
" industrious | (oft: are "teacher's |- acts “tough". + ‘self- -indulgence . o, |
1w el - Bets') |- makas minor frivolity ~ ' - S
" |(may seem to be U mischiet wxiety - Mult: T Elighted by
| xt1deal” student, but | . e ‘ - |eating difficulties | constructive ACH, helps,
goal is self-elove- p | | performance defi- rainds, coases child,
“tion; not coopere- I ‘ clencies Is kept busy ,
ton.) \ T | "Feels noyed’
A 4 "rebe]” "stubborn" IT. PONER
. — — | arques o faziness < Similar to |
o | QUALITIES FOR SOCIAL INTEREST: bomtradicts | stubborness - -~ attention getting, but
° 1 ~ e continues for- | disobedience. . ore intense, Repri-
Respects rights of others .|| biddenacts | forgetting - mand intensifies mis-
Is tolerant of others’ S temper tantrums © | - behavior, -
I interested in others masturbation | ,
(ooperates with others . untruthfulness ‘ MUt "You can't qet
Encourages others / o dawdling " M Hhis!" -
| 1s courageous ] | Y v o
| Has a true sense of]own worth A : ‘ ‘
Has a. feeling of belonging : | "victous" "violent passivity" [III, REVENGE
Has socially acceptable goals stealing suTTen anE defTant Does things to hurt,
| Puts forth genuine effort , bed-wetting ~ makes self hated, re-
- | Wi1ling to share rather th& |7 | violent and brutal | - " talfates,
"How much can I'gﬁt?“' - | (leader of juven- | | —
W rather tn 1" e ligen ] At g el e
‘ ] ' gangs ang outraged, dislikes
| hopelss” IV, DISPLAY OF INAEQUAY
' stupldity Mssumes real or: {magined |
0 | / {ndolence  deficience to sgfeguard
14 mptige |t
EKC (An adeptation of charts by Dr. Dre1kurs and (p:::g:d;fm? Mt M give H,;u Ins
== Bulllrdl | "0 ] S A




ol of Mshehavlor

Mtention )

(keep busy, involved) -

" Power
(Boss /defeat others)

5' Revenge |
(Colinter hurt/vengeance)

 Inadequacy
 (Appear dfsabled)

v &

ot de

GO RETIN
What ChTd s Suying

I only coun{» when | an noticed on-
served; 1 need attention to prove

L}

I only count when 1 am dominating;.

11 you don't Tet me do what I

want you don't love e ,

K !

[ can't be 1tked. I don't have
power, but I'11 count 1f I can
hurdPothers as I feel hurt by
1fe--1 will get even,

T oan't do anything right 5o 1

won't try to do anything at all;
1 4m no good 50 leave me alone

- 50 no one Wil know how stupid I
B

f

Special Characteristics lf
If qoal 15 A6, behavior will caase
when reprinanded or noticed; con-

tinuation implies stronger goal.,
Maladjustment may evolve when

“pratse and recognition cannot be

“Nore fntanse than AG; reprimands
-~ Intensify behavior; no inter-

+ attained,

A

Telationship too trivial for

 dallenghng

'qu occur only at certain tines or
In spectfic situations; becomes
generalized with increased hos-

- Y,
- Being disliked serves to attain a
" socta) position,’

s given up, Assumes veal or |
magined deficiency as a means \
1o safequard self worth or

. prestige,

1



Cop S Hlndoutn SR

T N OF RARSE IR |
T T N R TR
. Goal of Misbehavior - What childdoss -\ " Mt taacher/purent © Mhat the cM1d does
K N : does and feels - - as consequence of B

Attention ' 'AMWNNMWM1, Anneyed, wants to remind, mW%wmwm-
. . vities that may appear oo, dethted with turbing action when

[y

constructive or . "good" chﬂd * given attention
Nmmmw 7 | A
“Pgwer Only destrubtive acthve Provoked, angry, gen- Intensifies Action when
S . “and passive activittes erally wants power . teprimanded, Child
S - challenged: "I'1I make  wants towin. beboss |
e - himdo £." "You can't : |
« . . CopEteywithit' - SR
. Revenge - L More severe active and Hurt, mad: “How could - Hants m# even Nakes
| ‘ ‘ passive. activittes he do this tome?" “‘self disTed. Intensi-
; . | | ST fes actfon dna hurtfld
- ‘ . foshlon,
/\ .. , ‘ | | o ‘. s ! I .
* Inadequacy - Passtve activities that  Despalr, "I glveup."” < rb@‘reprimand therefore. .
| defy {nvolvement . © a0 reaction, -Feels, there
B ' «kawwymw
’ “




ACTPVITY #10: GOAL RECOGNITION

Purpose:~ to provide participants with practice recognizing various
4 goals from descriptive statements.-
Activity: L
: 1. Each participant .should fill out the two multiple choice
| instruments listed below (allow»lo minutes)

,“, ~.  Goal Recognition - r?~. ' - i

a; Descriptive Characteristics (Handout'#lo) C
; B Goal Recognition - ‘

~ . -b. Tescher Respcnses (Handout #11)

N

By, counting off, form two groups A ‘& B.- _ v, B
ts,”a. Leader: ioﬁ'hay want - to designate a recorder-reporter
) ' jﬂ for each group hho‘will pe'respchsible e reportihg {,
% feedback ™ his/her group.
b. Group A,shou1d_go over thejr resbohses ) éﬁ,f Descriptive
. Characteristics and agree upon best answers;
c: Group B should go(cver-their responses to GR - Teacher

A}

. '/'
Responses and agree upon best answers. .

?

3. Groups'A & B combine and share and discgss‘answers.

ey




“

y

-~
Activity #10 Goal Recognition (40 minutes)
: A
1. 'Limit 2a to 15 minutes time.
2. Limit 25 tg. 15 minutes tine.

3. Facilifate the sharing and discussion session

which fodlows this activity.

-

/
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_ ' ’ , . , o .
Kk . , . Handout #10 "<\ ; 0
- GOAL RECOGNITION: DESCRIPTIVE CHARACTERISTICS '
S )
SN x ©o T T : -
Possible goals for misbehavior: Attention Getting - {AG) ‘ -t Sy
T - Power P; . j
T . N . . Revenge “{R , — o
S N - - Display of Inedequacy DI) Lo Do
. ~ - “Vicious“ does violent act. mey be brutei with other s bodies end
B feelings. R .
2. Robels orgues. -and contred1cts. may .be openzy djsoboq1ent. refuses
o ' to do work. | , f
R ~ Excessive pleasantness and charm ’ R » ///

Described as lazy Acts cl y appears to be 1nept '//<Z*“
- Cute rema: «s Just to 1mpress ‘others. ~
“The brat" makes minor mischief.

"The aggressor fights with children in class, bullies others, destroys
other people's property or refuses to respect the rights of others

Hopeless, helpless, 1ndolent suffers from an inferiority comp]ex. .

The "model" ch11d repeats bright 11tt1e sayings, ‘often not too or1gina1
10. ///gthbits extreme stubborness in a withdrawn maybe s]oven]y manner.

- 11, “The Goodie" Two Shoes type{ is often the teacher's pet.

2. Performs for attent1on N ) L

13. Steals, shop11fts . , . . .
4, L ’Ialks out of tarK, won't raise hand during class discgssions, blurts
' out answers which may have noth1E? to do with the queStion.

s 1

15. | May appeer ‘to. lack ability,.show ck of stemin » Is untidy, %hows
fearfulness, beshfu]ness appears anxious end f VO]OUSJ
| 16. Exaggerates co c1ent1ousness w111 often appearwto work very dili-"
v gently but geof§11tt1e of s1gn1f1cance accompP1shed . Y
17 - This. child behaves in Ways torshow off, is 11ke1y to be the class” \
, ~ clown--the “nu1s§pce , L
18. ____ This child is sullen, end deffant. . . . 7 -
, 15; . Truent from schoo] (moy become the Ieader of a juvenile gang) | " ’
20, _Succeeds in getting others to serve h1m/her J“’ ) -

ERIC - - S 7#16 TR
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o : ' | " . Handout 411 * - Y /A _

. . , K
GOAL RECOGNITION: : “FEACHER, RESPONSES e PELANR o/

., 3 . ot 2 . M .
~.Possible goals for misbehavior: Attpntiﬁﬁ éettjng . (AG) -
- L - ~ Powery ) - P; , '
S .. Reyenge k R et
S o Display of Inadequagy (DI) .
‘ _ Teacher: NhenLSue'refuséd to wésh off thé top of he* desk I just k'

felt-11ke I had to show her who was boss. ~ . L
B ’ M S ‘»f . .

v ) S - RN

Teacher: It seems that when ever I go over to’ answer Willie's ques-
tions he all of a sudden becomes & real idiot. He can't function or
he won't function. It's a real battle and I just wish I did not have
to attent to him. ' : L. i

Py \

¢ l

3. Teacher: Missy is always comifig up tb my.desk with her work which is
: completely done and correct and she wants me to check 1t over for mis-- 55

takes. thn.yﬁﬁel1 her 1t's OK she still stands around the desk and . ,Q

asks me to see .if she made her "e" correctly. I tell her she made., ;

her e's corréctly and then I pave to tell her to go to her seat! . :

A she just ngS me with/that kind of stuff. : .

. . . . F

4. Teacher: Clay jlst kept puShingqme and pushing me. He would talk out

’ . of turn and I told him to be quiet. " Then he would talk out of turn N
lTouder and I told him to stand out in the hall, but he refused to -leave
the room. ﬂd,fe]t.%lfe ringing his neck. He can't get ayay with that
ipMy classroom. I pushed him out of the classroom and 1iterally

AL

carnied him down to the office screaming and kicking all the way:

5. . . Teacher: Byron wantg/;e to help him with his math problems, but every
A : time I help him he seems .to forget how to do the'simplist\problems and
;b I end up doing all the work for hjm. When I refuse fo do the problems +
for him he gets upset.and quits.work at the slightest problem he en-’
) counters. I have sven talked with the school psychglogist<and made:
‘ _Byron's math problems easier according to his.suggestions, but Byron.
‘ "even .gives up on those. I feel at a_¥oss, I don't/know what to do or
try- next. I even.feel 1ike.giving up at times A d not bothering with him. _
N . L aF e "\ L ' C ) .
. ‘ o 4 ’ . - H\ ‘ o
6.7 Teachar: Julie does her chores and school work without any problen but
she asks all.sorts of questions which have 1ittle or nothing to do
-with the task at hand. She always tries to answe the questions I ,ask
“+anc for the most part when.she does. answer a question she is right.
v - She does ask too many questfons and when I answe one .of -her questions -
. '\\she always has: another question. I sure wish she would just keep. her .
.. Vmouth shut for a 1ittle while and give the other“children a change to .
: - ask questions. o . :

N . . o I
7 o : o
. ’ . N
v . s Tom ) -
.
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Act1v1ty 41fuznc1a§:}y  Nistiken Goa'ls S N
., )" M i ] : ‘ s ) O . ,;..

) '

N PR Form sm'l'l groups (4or5 menbﬂ's) ‘for this activity,
-fx. One mewbar of “each group shou'IJfl read Inc1dent #,1 to- the

Vo mcwent n Tt

'; | .
R ‘ ) .

sate’ the r‘espdhsibﬂi?y for reading the statenFnts

IR - A r<:nt calls the schoo}‘ counselor and asks “How can_you stand to ;
/ v havc my .\daughter 1in school?, Hav1ng bbserved no pmb'lem bahavior_in schoel
7. the counselor inquires,. "Why, what has happened?" WMother tells with strong /
, . feeling.that the girl has. de'liberato'ly braken seve al pieces of good china
\ zc;{qut the curtains. / ) NN %
o Mother felt anger , : :
. e

o What motHer said w%e daughter .dr did 1s unkncwn What daughter .did
o next is unknown .

, "What do you think was the goa'l of dau ter s behavior? M? What do
- you think was the goa'l ‘of mother's behavior? ~Why? }

.o . P -
$as a group, d1scuss -the 1nc1dent and 1dent1fy poss1b'|e mistai(en goa'l(s)
Use the goal charts to help you ;

“ . .‘

- Proceed to Incidenfsl ¥2 and #3 tr‘eating them 1n a '|1ke manner.

LY

’ Incident #2 \ ‘ k
. A chﬂd 1s shoping with mother at the ldeal g:permarket and has es{

tablished a usual pattern of being "lost" when mother is ready to check{out
and leave. Mother feels annoyed and asks the cashiar to page ghuck .on he
loudspeaker. "Will Gharles please report to the front entrance." Charles -
walked swiftly but nonchalantly to; the" front door of the store. Mother.

"~ %ald nothing and Chuck later recwEted\ “I didn't look around or say anything.

I didh t-want the other people to know who I was." - . )
Inc1dent #3 ' i \ o

A gth grade a}gebra student is constant'ly aﬁing the teachar. "Is this
. "problem right, is this -the right answer?" After)comp'leting each increment
: of work or problem the studént seeks the teacher/s approval. The teather
was initially ‘annoyed and would say "Yes, that is right. " As the behavior
continues and even becomés more frequent the teacher is becgming angry. The
“teacher says!the student i< rea'l'ly no prob'lem but "I am si€Kk and tired of
*{11m asking so many questions,"
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. posgfble goals. . . .
PO S

/ 5 ‘lmt on 4" X 6“ cards each group mtrber wil V{Lte the descr{pt n
ctdént in which th% y were involved or obser Be'sure to inc
.~ (1):What did the child do? (2) What 'did-a significant other do?

J _""How_-the significant other feels? Each group “member w1l in turn re

" the {ncident in the-small groups. ! Members of the group g‘ll‘l swgcs

6. .Parﬂctpant;htum to tota'l gv‘oup1 e ..-\'A': ‘ d
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7 Activity 411 (Incidents of M‘lstaken Goals(45 inutes) 7
. - (. o / i' ) ’ . *\ L N . i o - _ . -
N Hhon part1c1pmts return 6 the tota] group. ask for and 1ist an b 4 \y
. exunplc of each-of the four go Is of- m1sbehav1lor. ‘
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 hsk bartic‘lpants to road “Mcthods for Improving Prob'lem Relattonshjps“

and to be&ﬂm faniliar wi th Hmfdout 2. Lead a brief discugsion and move

d)1nct1y to Q\e next sect‘ion After participants have ‘rwead "ﬁathods of -
' Eﬁcouraymnt’“ ask them to_become fdgnﬂiar with Handquts #13, 14 and 15..

“This soction ends with Activity 12Lwh1?:h 1s anL applicatfon of the

concepts premted in this materiln ‘ ) _‘"--\ ~ ‘ / “
' o | "7\ ’ | ' ' \\&\ T "‘}‘,’" . R _/
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<o neturel 6r logicel consequences. and giving ettehtibh:

’..something else

L R B
v o . ’/r o
".‘ ’ oL A4 o e

e b / n.m.;,gar ‘mfbming Problem-Relattonships

ggfggggigg to. Misbehevior ‘, e

hf j >f -The type end effectiveness of eny interVention to improve inter- f

-appropriete time Teke the exalple of a student who seeks constent ‘
Qattention by inquiring ebout the correctness of each pert of an

essignment This behevior could be annoying t0zthe teacher, would

}acerteinly be regerded as strenge by students. end would probebly lead |

“to demeged interpersonel reletions with teecher and peers. a .

If the teecher feels ennqyed, chenced are the goal is ettention
" The teecher ignpres the questions and the student may stop esking .
s The teecher mey do the unexpected by suggesting that the students B
discontinue working on the assignment temporarily and help with |

As soon es the students make an effort without

. ‘seeking epproval. the teacher can give appropriate ettention The

'neturel consequence of suct»behevior would be prolonged time devot d’

to eomp]ete the assignment_with the logicai consequence that th

studentncould‘not participate in the next activity until th

previous assignment had been completed. Nong éf the intervention. -

o L o

1227

' gysing :

afei
K.

GOGZ? ) ;r .
- Just oheok

your -
feelings .




v { _ltrategiee requiro (Y punitive attitude. Logical consequences can be-7 N
S T”cohe punitive, depahding on the attitude with which thdy are used. 1 | 'i,;
h.h__The teacher may give a lecture. "Becapse you wasted your time and arel ' 2‘ d R
~ not finished ‘you cannot go on. break." 1n which cese the cohsequence 1 |
':lbecomes a punishment 1nterpersonal relatinns are damaged and the 1 ;jr
corrtct1N§ effoct;becomes lost. .M p' S | |

'jfli ~ Given the same situation. if the student goal 1s to show teacher
| ‘;whose boss. the teacher will feel angry. and corrective efforts will E
" result in increasingly disruptive behavior. Teacher wilt be drawn into T”f kf’ .‘
| 'a power struggle in which one solution calls for ex;ricating self | |
iy “imotionally if not physically 'The teacher decides in effect "I m RS P
V:Just hot going to- argue about it now."' Nhile 1t is often not an option o
. for classroom teachers—'leaving the room would be even more effective. o
Remembering that the person who seeks approval is discouraged and ’

'probably completing the task with perfection a delegation of

- responsibility might be’ appropriate._ yes, that s correct.awilquou

help (student name) who seems to be having trouble?" B -;*f . e
It s impossible to cook book corrective measures but recognizing GaaZ
recognition
that behavior 1s goal directed and idehtifying the mistaken goals s ;’;g tge N
: firet . - M.
problem behavior will help make'you an effeetive“agent for facilit ing step - !
improved interpersonal relationships (See Handout #12: Strategies
for Developing More Appropriate Behaviors ) . ’
/ 7—- . v','. T
| {4 ". .. ‘
E . f: :
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,vﬁumaxss FOR DEVELOPING MORE mnopm're BEHAVIORS

pisatn ons o

Attention

Getting

Power

v'nggvengq¥ |

- "

Display of

7ﬂ].lnodequacy

%A1 questions must be asked 1n
_at times of conflict v

[}

Handout 112 :

" Ra Reactfons -
© aive ottention whon stu-

dent’ 1s not making a bid
for it.

norntthe misbehoving
' ﬂ.,'
Be fimm. .
“Realize that punishing.
rewarding,: coaxing,
scolding and givi
service are attent on

. Hithdrow from the con-

flict. "Take your sail

- out of his wind."

- - Recognize and admit that

the student. has power.
Appeal for child's help. -
enlist his cooperation, -
give him responsibility

Avoid punishment -
Win the person. Try to
convince her/him thot she/

he 1s 11ked.

Do not become hurt.

.Enlist 2 "buddy" for the

student. - .
Use. group encouragement

Avoid discouragement your-
self. Don't give up:

. Show faith in student.
- Lots of -encouragement.

Use constructive opprooch

™

-%

e,

f Vorw Inte)_'gnenti ons.

‘me to notice you?"
- "Could it be that.
me to do special. t ings for

"Could 1t be that you want -

ue?.
i« keep my busy with you?"

"Could 1t be that you want
to show.me that you can do.

- what you want’ and no one

can stop you?"- .
"Could it be that you want~

,to be the boss?" .

.get me to do woht you
want?"

“YGould 1t be thot you want

to hurt me and/or the
children?"

"Could 1t be that you want
to get even?"

."Could 1t be that you want

to be left alone?" -
..you feel stupid and don' t
wont people to know?“~_

o~

N
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hodso coura Vti_.: R
A veriety of corrective measures are useful when: trying to

rect mistaken goals and thereby improve interpersonal relationst

se include - ignoring. doing the unexpected. giving attention for"

ropriate rather than inappropriate behavior. using natural con-

uences or logical consequences. extrioqting self. and giving

ponsibilitys but.the .one technique that can be suggested in all

BS" of disoi'ragement is to- provide encouragement This may sound

3 oversimplification but let 's explore methods of encouragement
‘Many of the things that we do in the’ name ,of encouragement add
the problem rather than provide a solution and the tragedy is that

think we are encouraging Have you ever praised a student S work, -

at's a nice drawing.“ only to have the individual tear it up and
mu it away? .If the student is looking for direction and you )
vide praise, the child's perception is'that_you_regard-him or
"as too fragile to handle criticism. 'This_indicates'a lack of'r
ject, - L { « - . .
Handout #13: Statements that Discourageg describes a number of

3

on ways that well meaning parents and teachers discourage
ldren.

Interpersonal relationships are always improved by providing
ouragement Some keys to encouragement include:

Point out the usefulness of an act

]




9.

t'

10.

i

' he]pful." not "You are helpful "

Provide encouregement when it is not being sought or esked fort |
“Focus on the improvement rather than achievemant. ‘
Preise the deed not the doer. “Heving the room picked up- is

P ¥

Give a person responsibiiity.

- Look for effort or successive approximations. don t expect per- .
fection. -
Look for. cooperation and shering. .
Use mistekes as an opportunity to. try agein. to learn and to
improve. _ _

Have faith.in the person. Expectetions should be honest and
direct in terms of age and talent. Expectations of inadequacy
Wil probebly be fulfilled. .

Acknowledge the other person's feelingsf Acknowledging feelings

‘communicates that you understand the situation and at the same

time expresses your faith in the person. Sympathy fails to ex-

press faith and seldom helps the situation. "I cen'eppreciete

your diseppodntment but am sure you will be able to work it out"

is an encouraging stetement "The plene didn't fly. You must be -
terribly disappointed 1 feel so sorry for you." may, be an

accurate statement but 1t fails to express hope and confiden:e Jn

the future. , o

8]
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Iu cwtiomio vcrbal oncouragonm m,_clrr encoungt by

- Pump. as an expressiéq of confidence., (Hatch out 1n the chssroom
"“;:.‘or you w be misunddrqtood ) | ‘

: ‘ovcr a task or- you. communicate a 'lack of fai th in the cM‘Id

3. '.‘Givc respons1b111ty. Being over-protected 1s d1scounging to
adu'lts as we'l'l as chi'ldnen. Responsibﬂity cannot be earned 1t x

E can on'ly ‘be g\t\ven. Give others responsibi'lflt,y and watch them
. .o N

glow and grw.\ ' '.y '

4. Look for what 1s right: rather than what 1s wrong. Accept,

<.appr¢c1ato and respect other people for what they are rather than

'wha; they could or shou'ld be. A friend 1s someone whose faullts_ _' ! §

we choose to over'look \ L

<

"mn thq othor person 1s about to'give up. Do not take contro'l .

g Touch. The coach st a basketball ‘game pats his players on the |

': 2:'..‘}.Shar‘lng. "I.ct s try ’It together'“ May be just whit is m}led L

»




Hc say thess things in an attempt to show our children tho pmper wgv to act. mst -

.,_T. -Explaining - | ) you oxpect to- get money chry time ou need 1t? You don t .

| Handoutns O
| | sTAmﬁurs THAT. mscoums "

S
I . B .. ‘e

\ ' ' ) o ’
Y\M fol'lumg 1: a st of thc kinds of sumnu we m make tu our ch‘lldnn.

. ‘often the results are not the ones we wish for. , ..

Y .

‘sn your: father and.1 spending money 1ike that. You mist,~

v )} ‘ ~ understand that you doi’t get overything xou want on a 31 lvor
BEENER . platter.” - o T .
T2, Advistng - *Listen to we, son. I had-this same probum mn I was youn
R Do, _Ihs:m 'l.’irnhd thlb the best th'lng to do was to’ knp my mou

P  shuts* .
3. Preaching - “[ don’ t know how you expect to grw up. to be anything 1f you
A fn badn%lsdgy Don't you want to do something wjth your

5. Comparing "Nh,v can't you be 11ke your sister, she never ge suspended
. ' . from school." Or, "You'ré just 1ike your Uncle Harry, he
. never spent a daf wjthout being in some kind of trouble." —
- 6. Using GuiTt "You know. every time you ?et 1nto trouble 1t just kills your
' N ~ father. You're going to g ve him a heart attack fqr sure.
. Then you'1l be sorry." , "I do everything for you and this
PR 1s how you treat me."
7. Fee'ling sorry, "Tim gets into trouble because other children p1ck on him and
pity, make him cry. Isn't that right,.tim?" "Joey gets put out of
_ sympathy school because I can't give him all the nice cTothes :he needs -
. / and othiers.make fun of him." "I know you are hungry and your -

-t

.~ get your edication. “Besides, { pay taxes to have people teach

/'( 'er .be smbody? ell, yousnn t do anything 1f you dan't
you. Look at the money being wasted trying to educate you. .

v 1t seems 11ke you woﬁld appreci ate the effort -averyone 1s mnldng~

n tryind to’ help you.

s a
‘4, Belittling "What's the mattar yord(af? You don't get a thing right

1 sent you to. the store for mi1k, not bread. Take 1t back and
- see 1f you can get the right thing this time. —Milk:. M-I-L-K

stomach Kurts, I'11 fix squer for you." (Even 1f the rest of
the family” ate ‘an hour ear ier and' the child chose to be ‘late
or didn't 1ike the meal.)

8. . "Stop p'lcldng your nose. It will bleed." Stick your shirt
in." “Throw that gum away." "Sit up:" "S1t downi" "You
had better stra'lghten up." . [ .

9.

"If you donmt .again, 1'11 send y u to your room" "“If you -
_'get into a re troub'le, out you ’ " "The next time I'l1
call your Probation Officer 4father) (the po11ce) (the
-principal) (your our mother)."

g3 128 e
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N Q . v’ ] . ] .. \ " . /{ -
* 10, Punishment "I've told you to stop a hundred. times. Now go to your room." ~
S - “Lat's see 1f this belt can't straighten you out xoungomnn.", ~-
 "That's 1t! You don't get another :penny from me." "Go l :
. .ahead, run away, maybe your belly will'pinch yo4 and you'll
Tearn a lesson.” "Get out of class." To policsman: "You - |
. take him, I've done all I.can." : ) ,

¢

P Y

S, Overpmﬁct1on . %] don't want {ou’ with those boys." "Be '-caréful_.’-" "He just
. , - . fe11 in with the wrong crowd." " "Okay, I'11"give 'ﬁou. another
"His father:is -

’ .+ chance." "The other children don't 1ike him."* "
v 7 too strict.” "His mother 1s too’ strict." ' "The schopl is too
-7 - _strict." -"He.doesn't understand.” "I'm afraid for you to go
o - to that corcert." S : o

)2. Denying-the..  “That shirt is ugly.". "The hamburger. is not too rare." "Your
‘ child's - -hair 1s.too long.” “Not making the team isn't so bad." - el
. “ -experience = ' "Having your teeth pulled doesn't hurt much." "Don't take- ’
S * {t so hard. I've had that haggen to me, but you don't hear-me
camg about {t." “That's nothing to get mad about.” "There

W ot » .

{11 be other dances." .- “
13, Praise ' "You are very ihtelligent." "You are a great ball ’p}@er{)'f ‘
.. "You are the best student." "You were the prettiest girl in
. - . the group." - ' r-

T VAR
. R . ‘.

W

. The above statements {1lustrate some of the ways we discourage our chiTdren, -
" We often try to build up their strengths by emphasizing thew.weaknesses. We do
this through criticism, belittling, comparing, warning, threatening, and punishing.
Ora-we may overprotect tgom lecture them until they are deaf tous, praise them
until they think only o
pity, or use guilt until

emselves, feel sorry for them until they wallow in self-
he child loses all ,‘sens1t1’v1ty to others' needst '

[3
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. SOME WORDS OF ENCOURAGEMENT* | s
| N AN S o . \~4’Z__;:

o Thon‘thwghts are :1fntindid.'f"to;-'b| of halp to arents and i42ch'crs in ;\orking o
with ¢hfldMin. Whether these’suggested remarks will in fact be encouraging will
nd on the attitudes of the adults using. them. Is the feeling one of) belief 1ng"

/the child, trust; confidence, acceptance, sometimes mixed (nith humor; or is the ,
feeling one of moralizing, preaching, or impatience?. _ s R

-
-

1. "™oudoagoogdgobof.." ... Se a4t e
s Children should be encouraged when they do not expect 1t, when they are-not
asking for it. It is possible to point out some.useful act or contribution
tn each child. Even a comment about something small and insignificant to us,
= may hgyg groff importance to a child. - - : s
2, 'You-hczgdimprovad 1n,:."\ _ R L . , :
7 .Growth and {mprovement is something we should expect from 611 children. They may-
I " not be where we would 11ke them to be, but 1f there is progress, there is less
chance for discoutagement. Children will usually continue to try if they can.

| seé some {mprovement: L — :
L . - S L . C S ,
'3. "We 1ike (enjay) you, but we don't 11ke what you do," R " e
Often a child feels he 1s not 11ked after he‘%ii‘m?ﬁe a- mistake or misbehaved.
A child should.never think ha'1s not liked. It is'important to distinguish e '

{between the child and his behavior, between the act and the actor.

‘4, 'You.can,ﬁﬁlp me ( 5. the others, aéc:) by..." = _ a R
.- To feel useful and helpful 1s important to everyone. 2'11dren want to be <
g o - :

~ ‘helpful; we have only to give them the opportunity. _ , o
5.- ""Let's try 1t together." . I - v
° Children who think they bave to do things perfectly are often afraid to attempt

. something new” for fear of making a mistake or failing.

6. 5ﬁSo'ydu do make a mf%tato;-now. what can you learn from your mistake?" ,

' There 1s nothing ‘that can be done about what has happened, but’ a gerson can
always do somnthing about the future. Mistakes can teach the child a great
deal, and he’wil§ learn 1f he does not feel embarrassed for having made 2
mistake. ' ' ' : T

7. "You woulQ)Iike us to think you can't do fi. but we think you can.”
This approach could be used when the child says or conveys that something is
" too difiicult for him and he hesitates to even so much as try 1t. If he tries
_____and fails he has at least had the courage to try. Our expectations should be
"~ - consistent with the child's ability and maturity. ' ’
8. "Keep trying. Don't give up." N Lo

. When a-child 1s trying) but not meeting much success, a comment 1ike this might

be helpful. . , ~

) ' : o ".‘

*Soltz.lv. 'StuQM,Groupread Manual. Chicago: Alfred Adler Institute, 1967.




/’ o o C o ’ \7" T 'hf'.".
3. z"l‘m Sure you can straigh this out (solvq this problcm etc ) but 1f you
Hp. you know uht*n to find me.' ’ : ‘,) o
Adu'lts n to express confidence that children are ab'ie and wﬂl resolv thoir
PR conﬂ'lcu. 1f ginn a chance. . , . ; e

| . 1
10 "I canh understand how you fool (not s,wpqthy. but upaﬂw) but I'm sure you'n
e able to Randle 1t."
mlﬂiizing with another person seldom hﬂps Mm. ‘rather 1t ‘conveys that W) fo
hu been unfair to him. - Understanding the situation and believe in the cm d's .
cbmty to adJust to 1t 1s of much greater help to him. - S )
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o » . .
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Act1v1t.y nz-‘ nomopmg More Appropﬁm Behav1ors" comctm smugm
, : lnd the Encouragemnt Process

[ k N " N

?urpou' %o providi\ port’lcipants with practi ce nspondi ng appropriate'ly to

"t~ various situattons . o |

. ‘ .-‘_ ) ( . . o ‘
*'”Act.ivity T o S

, Divi‘de 1ntg small groups of 4 or 5 member: o “\
__j 2. Have 2 mlmbo\of your group read the 19{. incident from Activity #11 .
} ‘including the probabIe goﬂ(s) * _ , ~7

Ly As a group, react to the foHowing j
, ,7‘ How might. you wfthdraw from the situation?
b How might you use natural or 'Iogica'l ,consequencesf?"
C., How might,you do the unexpected? ,‘ ;
d. How mtgh, _you have attention at a more appropri ate time?
ﬁ
Y I Hoy: might\you glve responsibﬂi\b
' 3 'Rcspond to the rema1n1ng two 1nc1dents using the above format Relate

the responsibﬂity for present1ng the 1nc1dent and the probab'le goals.

on; exanp'le of ihe goa'ls of misbehav1or Decide. how to conbat this

goal using an encouragement process. o
. .
4 - Reassemble as a total group and d1scuss your expertences

~ AN

j ‘ ' ' ( ':\.,I

' Sehcting from the 4 x 6" cards:used in Activity #11, as. a group choose

7 .
. i
r
{



N}

Activity l"lZ. Dov}fopmg More hppropriato Behaviors. COv!fc‘o Stntogus
and the Encouragement -Process (30 m1nutas)

f -
o’ L
i o . N

1. Movo round\ the room. giving suggesttlons as necassary during ’e sm{\'l '

group work. . N v
2  After parti cipants nassen'b'lq as a totle group. you should direct a_
d1scussion focuslng m{ the small groups encouragamont pr((cess .
sugqostibns from stop 4. B " |
‘ { A__\
\)M ) .
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> Introduction ’ ' -

The purpose ‘of this section 1s to provide the career Ne teami .
esigned to fostor’tho @

' vﬂth staff dovelopmant angd consumgve sk111s
development of signiﬂcan?\-elationships in the home. In order for

: 'sys‘//t_iTMn from school peionnel to be effectNe in the

4

homa. counseTors and \achers need to acquire-basic’ understandmg of

s v
p&rent-chﬂ relationships and td develop ski11ls for coqsulting w1th o )
“parcnts In correctmg m1sbehav.10r 3 T
‘ - ‘ This saction 1‘s diviéd 1nto ?our parts 1) Parent Ehﬂd Relat1on-

sh1ps 2) Natural and Logical Consé&uences 3) Paient Consultation-. and
4) Parent Study Groups Each part includes a presentation of‘content
~materials followed by handout resources as/xél as know]edge and skill

levelopment activities. ' -t =

~ & ‘
.
4
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DEVELOPING SIGNIFICANT RELATIONSHIPS IN THE HOME

'Parent Child Relationships

" The parents provide an environment in which fhe child first ex-
'per1tnces~and obigﬁyes fam1]y interactions. The child will usually \
adopt the va]ues and v1ewp01nt observed w1th1n the family and mode]ed
by the parents. Ch11dren w111 learn from what they exper1ence in the
home envifenment. The fo]low1ng quotation (Dre1kurs and Cassell,

1972) demonSirates‘the'1mportance of the family environment:

If a child 1ives with criticism, He Fearns to condemn.

If a child 1ives with hostility, He learns to fight.

If a child {ives with ridicule, He learns to be shy.

If a child 1{ves with fear, He learns to be apprehensive.

If.a child 1ives with shad@ He learns to feel guilty.

If a child lives with to]erance He learns to be patient,
gg If a child 1ives with encouragement He learns to be x@

confident.
If a chilg lives with acceptance, He_ldarns to love.
If a chi]d lives with recognition, He learns 1t is good
~ to have a goal.
If a child 1ives with honesty, He learns what truth is.
If a child 1jves with security, He learns to have faith
in himself and those about him.
If a child 1ives with friendliness, He learns the world
is a nice place in which to 1ive, to love, and be’
” -~ loved (pp. 28-29).

Cobperat1ve-vs. Competitive Atmosphere

Many times parents encoerage competition between siblings and

peers without realizing the damage that can result to the child's seTf—'

concept. It is common knowledge that the siblings within a family

90 -
1306

Family
atmos-
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" have d1fferent>lb111t1es (1nte11ectua1 soc1a1 athlet1c creative,
musica] etc.). Yet parents often feel that s1b11ngs shou]d achieve
“at the same level even though the1r ab111ty level is different.
BecauSe children ‘basically want to p]ease their parents. they will
cpmﬁetél, However, 1f one sibling coﬁtiﬁues to domifate a particular

area (e.g., school wark) and the parents persist in cohparing. the

competing sib]%ng may completely give ub-in this area. Possibly this/

sib]ing will deve]op expertise in another area or comp]ete]y give up

'and d15p1ay 1nadequacy in most areas of 11fe

"Accepting vs. Judgmental Atmosphere

If children:are reared in a family where acqeptahce\is the ";
preddnwnant.characterisfic, they will feel secure and cbpfident. ‘A
>ijudgmenta1 atmosphere oftén'results in children constantly wondering
whether or not they have fhe1r’parents‘;pprova1, As a result 1.
children reared in a judgmental atmospﬁere frequently are re]uctaht
to try new act1v1t1gs for fear of failure and disapproval of parents.

A parent can be accept;ble of the child withdut accepting the
behavior. This can be achieved'by separating thefcﬁi1d from the
-behav1or.‘ For exaﬁp]e. a pprent\cohid say “I dom't 1ike your bed

being unmade." which is different from saying "I don't-1ike you

because your bed isn't made." So; by distinguishing between children’

w

Muat_

damonatrate
worth in
an area. .
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end the1r behavior. parents can have what Car) Roger s termed “un-

) 'cond1t1ona1 pos1t1ve regard" for their children even when they are mis-

. behav1ng

4

’

, )
Dependent VS. Independent Atmosphere

Ch11dren Jearn to be 1ndependent by having opportunities to
assume reSponsib111ty and make decisions. Many parents and teachers
overprotect the1r ch1]dren and do not a11ow them to learn independence.
“Never do for e’ch11d what he can do for h1mse1f " when we continue
to do th1ngs for ch11dren after they have learned the skill, we are

¢t te111ng the. ch11d that they are 1nadequate ‘ Thjs message is dis- -
couraging to the child. _
Many mothers get 1nvo1ved with the "good mo ther" syndrome -By

do1ng everyth1ng for the ch11d the mother feels 1mportant and needed.

The unp]anned resu1t is a ch11d who will learn to be dependent and not

reSpons1b1e. Th1s negetive 1esson coup]ed w1th the Failure to
develop decision making skills is a high price for a child to pay for
! S

havtng a "good mother." ' : \

Our society 1$ structured so .that man is more interdependent than

1ndependent or as Jone Donne wrote "No man 1s an {sland." A
respons1b}e person 1s less dependent on soc1ety, more 1nterdependent

and consequently 1n a better position to help others. *
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Mlo of the lets

Pamfts obv1ously play an 1mpomnt role in the psycho'logual
dwolonnt df thﬁr chﬂdrom Parents shoi'ld encourage . the cM'ld 1n
some. pu1t1vc d1nct1,on which {s independent of those taken by the
other children in ‘the family. . This allows nch child to gain a
_faeling of boloﬁging ina coopontivo unit rathor than a feo'Hng of
superiority or inferiority through competition and belittling \the
other siblings. ) ' ‘ '

If parents do not allow their childron to find. their place in
the fnﬂy through positivo behavior, children will resort to nogativo‘
behavior bmuu imt 1nd1v1dua'ls profnr King sco'lded and pun'ished
~ to, being 1gnored. Hhon reinforcement and attention is y{v\en
reward positivof-bohavior. children will not have to resort_“to_ negative,
destructive behavior, but will have found their place in the family
through constructive attions. \ '

Frequently when parents are asked what they do "for fun" with
their children they have difficulty thinking of anything. It is
important that parents .learn to set aside time to play with their
children and build & healthy positive rahtionshfp)/

Cmnfcatmn

Communication 1s the most ﬁnport&nt aspect of improving parent-

T ehi'l'd relatiorships. Nithog.t comnunicatiﬂi. problem areas' cannot be

.
. v’




discus“d‘andrrosolved;;\ﬁany'pgro;ts of tnonagQrs regret the facﬁhthlt
the diors togcounqnications have been slammed shut and, once the door
is ;lo;id. it 1s.o§tr.moly d1ff1cult:to rcopen.~'lf you’are asked for
suggestions on conversation door-openers you might want to use some of'
the following suggestions: |
QX; gdn1f there 1s more than one point of view. _
b. have the ability to'respect the child even when you disagree with
L " hiwhaer. ~ '

c. soaréh together for ideas on how problems can be solved or

- g{tuations 1mproved. ‘

d. establish a Tistenin» ﬂo1at10nsh1p when childréh are young.

e. talk with children and ot at them.

N “ . ’ .
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3 Handout #15
: THE ABC S OF GUIDING THE CHILD

Lo
-

i

o This material 1is included as a'morﬁlinclus1ve review of major child

. ’ : / '
- rearing princfblos It 1s intended tofbe resource material to supplement

ear11er presentations and to.provide a quick and ready reference for use
with training groups of arents and educators Participants should read

1t at this time. =~ 5
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/></ ) - Handout #1§ v
N~ THE ABC's OF GUIDING THE CHILD

‘Golden Rule: "Do unto others as you would have them do unto you." This is the
_basTs o?.aimocracy.lsingpfit implies equality’ of individuals. .f T

, o . / , ;o .

- Mutual Respect: .Based on the assumption of equality, is the inalienable right of
arl ﬁuman'giiﬁgs. No one should take-advantage of another; neither adult nor child
-ghouldibe a-slave or a tyrant. Distinguish between firmness and domination. $irm-
ness refers to your behavior in a'conf?ict/s1tuat10n; domination refers to forcing
your decision on the child. For example:, let us assume your children are fighting

in the kitchen while you are trying to prepare a meal. You can tell the children
that if they wish .to continue fighting they can do so in another room where it will
not disturb you. By speaking fimmly but kindly you thus maintain respect for your-

self and at the same time show respect for the children by offering them a choice

between behaving in the kitchen or fighting in another room. , You have refused to

act as a tyrant yourself, but have also refused to be tyrannized by the‘child:gn.

Encouragement: implies faith.in.and respect for the child as he is. Don't dis-
courage the child by having too h¥gh standards and being overambitious for him. A
child misbehaves only when he is discouraged and believes he cannot succeed by
“useful means. A child needs encouragement as a plant needs sunshine and water.
whea we tell a child he could do better we are really saying he is not good enough
as he fis. ' :

3 4 . -
Reward and Punishment: are outdated. A child soon considers a reward his right and
demands a reward for everything. He considews that punishment gives him the right
to punish in turn, and the retaliation of childrén is usually more effective than
the punishment inflicted by the parents. Ch1]dren§§ften retaliage by not eating,
fighting, neglecting schoolwork, or otherwise misbehaving in ways that are usually

~ the most disturbing to the parents. )

s~ /

Natural Consequences: is a technique which can be used effectively only when a good
- reTatfonship ex{sts between parent and child. In using this technigue the parent
allows a child to experience the logical consequences of his own behavior. For

is_that he will be late for school. Instead of using his personal authof/ity to
remind and hurry the child the parent allows him to experience the unpleasantness
of being tardy. . Therefore, when natural consequences are used the child is motiva-
" ted toward proper behavior through his own experience of the $octal order in which
he 1ives. Only in moments of real danger is it necessary to protect the child from
the natural consequences of his disturbing behavior.. . ' ‘

~ example: i{f a child dawdles in the morning, the logical consequence ofq?%; behavior’

Acting Instead of Talking: ' is more effective in conflict situations. Talking pro-
vides an opportunity for arguments in which the child can defeat the parent.
Ch’ldren tend to become "mother-deaf" and will act only when punishment is threat-
. ened. Usually a'child knows very well what is-expected of him. Never explain to
a child what he already knows and has hearsié;peatedly. . Talking should be re-

stricted to friendly conversations and should not be used as a disciplinary means.
- For example: 1f you are driving your)car, your children start to quarrel and
fight, instead of telling them to be/quiet, the parent can pull the car to the
curb and simply wait for them to be Quiet. If the parent maintains a calm,
patient attitude, he can, through quiet action, accomplish positive results.
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 Understand the Child's J%al. Every action of a child has a purpose. His basic
alm 1s to have nis place in the group. A-well-adjusted child has found his wqg
_toward social accsptance by conforming with the requirements of the group and by
king his own useful.contribution to it.” The'misbehaving.child is still trying,
ortant in h1$ own world. For example: a young child
(

-

: ay, to Tmportal _ .
who has never bsen allowed to dress himself (because "mothet is in a hurry"), who™
has not baen allowed to help in the house ("you're not big enough to set the . N
table"), will lack the feeling that he is a useful, contributing member of the
f:m;] R :nd will only feel important by getting mother angry and annoyed with his
misbehavior. o . ' ~ .

The Four Goals of a Child's Misbehavior. The child is usually unaware of his
goals. His behavior, though TTTogical to others, is consistent with his own
interpretation of his place in the group. ' L

. Goal 1: Attention getting - he wants attention and service.
Goal 2:  Power - he wants to be the boss. .
. Goal 3:° Revenge - he wants to hurt us. . , —
Goal 4: Display of inadequacy - he wants to be left alone, with no demands ‘made
upon him. :

PS o

Our Reactions to-afEhild's“Misbehav1or'Patterns. ‘Very often we can discovetr a
“chiTd"s goals by observing our own reactions to his behavior. For example: when
his goal is attention getting, we respond by feeling annoyed and that we nged to
remind and coax him. B _ S f :
" When his 'goal is power, we respond by feeling provoked and get into a power con-
test with him - "You can't get away with this:" L

When his goal is revenge, we respond by feeling deeply hurt aid "I'11 get even:."
When his goal is display of inadequacy, we respond by feeling déspair and "I don't
. know what to do:" R ) _ -

If your.first impulse is to react in on:{of these four ways, you can be fairly -

sure you havegdiscovered the goal of the child's misbehavior. %
‘Don't.Act on'your First Impulse: By acting on : npulse you tend to in-
tensify the chilid's misbehavior patterns rathe; .a. cui . them. You aet-in

accordance with his expectations and thereby fo. {fy his ' istaken goals. What can
you do if you don't know what to do? First, thirk of what you know would be wrong
to do and refrain from doing it; the rest is usually all right. Setond, imagine
what the child expects you to do, and then do the opposite. JThat throws the child
of f guard, and then you can arrange with him what to do about the situation.

Minimize Mistakes. Making mistakes is human. Regard your-imistakes as inevitable
‘{nstead of feeiing guilty, and you'll learn betteg.‘ We must have the courage to

be' imperfect. The child is also imperfect. Don't make too much fuss and don't
‘worry about his mistakes. Build on the positive, not on the negative. For example,
instead of pointing out.how poorly he tied his shoes, péint out fnstead how-well °
he can button his shirt. - ’

, -2 . s {

Don't Be {oncerned with What Others Do, but accept responsibility for what you can
do. B TT1zing the full potential of your own constructive influence, you do noi
have to think about what others should do to the child. Compensation for the

— \
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- mistakes of others 1s unwise and over-protection may rob the child of his own

courage and resourcefulness. For example: 1{f father is too harsh with the child,

and mother runs to protect him, three pegative results are accomplished. First,
“mother deprives father and child from tearning to get along with each other.

" Second, mother teaches the child to run to her for protection tead of ‘Using his
own résources. Third, mother antagonizes father so that he 1s less willing to

cooperate with her in dealing with the child. _ Q;\ .

"A Family Council gives every member of the family a chance td express himself
reely 1n all matters of both difficulty and pleasure pertaining to the.family
&s a whole, apd to participate 1n the responsibilities each member of the family
has for the welfare of all. It 1s truly eéducation for democracy and should not

become a place for parents to "preach" or impose their will on .children, nor
should {1t deteriorate into a "gr1pe“ sessfon. The emphasis should be on "What
WE can do about the situation.” Meet regularly at the same time each week.
Rotate chairman. Keep minutes. Have an equal vote for each member. Let any
wrong|decisions' stand until the next weeki

Have Fun' Together and thereby he]p‘ﬁo develop a relationship based on mutual respect,
Tove and affecton, mutual confidence and trust, and a feeling of belong1ng. -
Playing together, working together, sharing interesting and exciting experiences ™
lead to the kind of closeness which {s essential for cooperation. Instead of

talking to nag, scold, or preach and correct, utitize talking to maintain ase—
friendly relationship. Speak to your child as you would speak to your friend.

\
.
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Activities _
The two activities thet follow are des1gned to help guidance team
,members develop an understend1ng of parent -child relat1onsh1ps These

act1v1t1es demonstrale learning opportunities that could be 1ncorporated

in a tra1n1ng program for parents or educators wishing to serve as parent/

3

consultants. ' B , o :)
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/
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‘Leader: If content review 1s ntoded refer back to the scct1on on
| Dovolop1ng S1gn1f1cant Relat1onsh1ps in the Schol. par€1cular1y

s
the handout on “Four Goals of M1sbehav1or."
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_ Act1vfty #13:.’ Goal Rccognitieg- Parents

\\, . °
Purpose to dcvelwreness of goal recogn*ltion?responses typically

' b

mdo by parents /' \
Acti 1t3'/>: * T . | - K
. /lach member of the group will be asked to fill out the mu1t1p1e
choice instrument Goal Recognition: 'Parent' Responses (Handout #lé).
2. After the instrument is completed the group shotﬂd col}ectively g -~

- over thelr résponses and agree upon the best answer\ ‘ oo

160
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\ Activity #13:

Goal Rnébgnittpn - Parents (45 minutes) . \ ,/
. ' e - . - P
1p Facilitate the discussion which follows completion of the multiple
"choice 1n frumont. Focus on ach1e§1ng a general consec;us on each
item. It is not essential for every participant tolhgre with each

: ) . {
' {tem. Avold heated arguments whenever possible,

N
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Possible goals for mtsbehavior:

-

Handout #16

" GOAL RECOGNITION: PARENT RESPONSES
4\1 ‘ . . '

4

’
L
i .

>

Attention Getting  =fAG) °\ |
Power ‘ P;'

+ Revenge - . R

/" -

Display of{Inadequécy DI) -

f

Parent: When $g11y said she Q" ed me and wishied she ‘1{ved over at Jonnas'

house T really felt 1ike cryin

1 felt' I wag a horrible person.
. R - ; e ¢ r
Parent: NH@n Jdohn refused to do his: hopework I just felt 1ike I should

spank him and forc% him to do as I said. .

Parent: When Ann kicked Skippy I.just could not help but 'think that :she:. -
was a thoroughly awful 1ittle beast.: : o ) ‘

o~

N )
‘ ///f/;arent: David was playing at the neighboréi T called him to come home.
He continued to play. I weht to where he was playing and -told him to
I He continued playing. I grabbed him by the hand
and started pulling him toward home. David started screaming and yelling

!

up on 1ittle guys who are half

come home immediateTy.

at the top {yis lungs. He %}so began kicking at me. =

Parent: Seven-year-old Derrick never coﬁp]ete]y dresses himself the
morhing. Today he came down from his bedroom, as usual, with<his shoe
laces untied. I tied them for him.

him how to do 1t, but-he does not learn.

' parent: Donnie just p

7 this; about that.” I J
- /. or when ever I get sta

to ask questions that

nerves.._ .

es

I demonstrated over and over to -

ters me all the t1$;; she questions me. about .

t don't seem to hg,eganykﬁree time all to myself

zzed with a project/Donnie picks that instant
ke me away from-fiy work. Boy. it gets onmy

Loy

Parent: Tony goes around and 7‘;ms doors on people's fingers ‘or he beats
h .

is size. When he does this I feel Wke:

he is one of the most ruthless and blood thirsty people I have ever met.

{

Parent: Linda, age six, is our second child. [er older sister is very -
mature. Linda is small for her age.
approaches she complains of having a stomach-ache. Whenever I ask her

Each morning as ‘scho6] time

into ‘tiie chair. I don't 1ike to ask her to do anything anymore.

to read for me she gets a panicky look in her eyes and s::éﬁff melts

Parent: Allen said that he did not

- 1 was dead and that he knows now that
fel: stck and full of anguish.

those things to me.

ve me any more,and that he wished
never 1iked him at all. I just

To think a son of mine would ever say

N\
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10. " Pparent: 1 told Jil tq hurry ahd get dresse& for Sunday Séhoo]. Jin |
S said, "I won't, I am not going, and no one can make me." ‘

1. Parent: Beverly {s the oldest in a family of five. Her fingernails
are bitten down to the quick. Today, as usual, I saw her biting her
fingernails and said, "Stop that Beverly. How can you continue to bite

~ your fingernails when it makes your hands look so awful? 1 never did-
that when.liwés your age." Beverly immediately took ‘her hand away from

her mouth, but as soon as I looked away she continued biting them.

" 12, Parent: David does not seem to find enough time to get his room and-

- choras done. H&will start as long as I am within sight but whenever
I go about my daily activities David will stog his work and do what -
pleases him. 1 have to come.back ‘and remind him or I have to yell at or
threaten him with "Just wait unti) your father comés home" before he will
do as he is told. He becomes sullen and resents me. 1 feel 1ike I-have
to push him around or else nothing will ever get done. R

>

13. Parent: Tabby calls for me to come to her ‘much of the time she is -at
home. When I get to her she does not really have any need for me to be
~ with her, so I go about getting dinner. Then all of the sudden. Tabby
_screams out loud, and I..come-running but she has just got her fingq;uc
* caught in the eyes of a palr of scissors. I feel 1ike a nervous wreck

and I wish she“would just stop demanding that I be near her all the time.

a . . —

et




" Option A .

-

Activity #14: Peréuad1ng Parents about the Importance of Family Relationships

1

/ . . 1 o \ . “
Purpose: to develop skills in persuading parents about the importance.of .
family relationships. , . o= .

r

Hou have Sgeﬁ-ngected ta;speak at your'1oca1 P.T.Ai.oﬁ.the {mportance:

of family itmdsphere The President of the P.T.A. wants a br1ef outline
L2 |
of your speech 11st‘ng the topics you will cover .
| Outline of P.T.A. Speech - ' -
Title: - © .
.+ Obfective: . |
: . P | » f
Content Qutline:-—~ Pl
, ) v . . -
_ . .. . .
. * |
: . T, ‘ , : o
II. : . : o v
‘ -
111. S = oo
Iv. (
\- -
V. :
P A
103
V15 oo
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 optton 8 N, |
. \ . . :
Hrite an article for a newspaper - develop an outline for a series of o
articles that could be used as a: springboard for a workshop on improving

v’

family relationships e

Optian C S - L
Deveiop 2 series‘of 10 one minute raQio spots that would by content
or example'illustrate an important aspect of family atmosphere Announcements

.. could serve to encourage parents to participate in school or, community based

o parent study groups. ' ' v




Acti&ity,#14: Pcrsuading Parents about the Importance of Famt]y ReTation-
K . ships (60 minutes) ) ; o

\This activity may be- onganized in one of the fo]]owing ways: |
Tfj . 1) Participants may choose option A. B or C and comp]ete the :'!‘&1;9,,.
| “fncluded with their, chosen option. | |
2) Participan:; may be divided into 3 group$ with each group being
assigned ona of the three'options A, B, or C. Each participant wi]]
. “then comp]ete h1s/her assigned option 1nd1v1dua11y 1,' r o
" 3) Same as #2 except assigned options are completed by the group
co]]ect1ve1y. This may prove effective if small groups are made up

of 5 heppie»or.lgss. o SR
< ) . ! h
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An effective ibpvﬁach Jr dealing with a'(chiid's behavior is to

o allow. for the bccumce of natural-or logical mu/quonces to that /

. behavior. Self mponsibﬂity is an accepted develomntl‘l gu‘l for
cM!dm. The oxporiencing of natupl and ‘1og al’ consequences ‘enhances
the achiov-tnt of this goal. In tho materdal thgt follows, natural and
Togical consequences are. dofined and the problqns in their use discussed.
In the activities that fo'now yo? will be asked to develop exuples of

l

¢ natural and logical consoquences of behavior.
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. Have unicipmts read Hundouts m and ﬂ9. A Follouing _
L tln nndin of t]mo handouts, nlrticiunts will. oxp-riencc Activity 015.
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o ) H;ndout #17 o .-
"% NATURAL AND LOGICAL CONSEQUENCES*

I. 6ef!n1t16ns o o IR
‘5. Natural Consequences ' | |

The natural res:?%s of ill-advised acts. The unavoidable consequence
of the deeds which they follow.. The inevitable,reactions entitled by the
child's actions whether or-not the adult is present. Example: Clothes not
in the laundry do not get washed. o " . - ‘

- NS 4 A
_ )

- B.. Logical Consgquences ‘C‘;\ie S . R
i The conseqdéncé has a i6g1tél latienship to the misdeed. . It is in

effect arranged by the adult rather than being solely the result of the
¢hild's own acts. A choice 1s given between two or more alternatives. If.
a misjudgment is made, the child rather than the adult accepts the respon-
51bi11ty for the consequences. Example: The child .or’ the parent. can pick
up the child's clothe’s. ¥he person who picks them up, however, decides

what will be done with them (the parent may decide to put them in the attic

-

» | " for awhile). .
>~ S . - » L L] _
W / C. Punishgent - . A i

- A method by-which a "superior" enforces his demands upon his "{nferfor:"
Punishment 1s*}xta1iatory, illogical, and arbitrary rdather than corrective*\~
Example: Youfggb bad -to have .Such a messy room with clothes all over the ‘

floor. - Therefdre, 1 am not going to let you'watch TV for 3 weeks. -

i | ‘ " p;
IT. (pdff%rencqs between Logical or Natural Conseguences’and Punishment

-

Y

Conseguence : o *
- fl.- Express the rea]ity f the social 1. Exbkess the power of a personaT
order or the situatidn of the per- authority--au;horitarian.J ‘ .

__son--democratic.
o~ 2. Not logical, only an arbitrary

2. Logicﬂ%ly related to the mis- ' . connection between misbehavior and
‘ behavipr. 4 consequences. - -

3. Involves no element of moral 3. Inevitably involves some moral
judgment. : judghent. - -7

4. Concerned only with what will 4. Deals with the past.
happer: now.

5. Thé.relationsh1b and atmosphere 5. Often anger is present either overtly
are friendly. Resentment is or covertly. Resentment is frequent.
minimized. ' :

4 . e A
*See Dreikurs, R., and Grey, L. Logical Consequences: A New Approach to Disci-
pline. Meredith Press, 1968, . , ‘Iszw - ’
o - . ] u
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Develops intrinsic motivation qnd

6. -
' self-discipline. :
7. No submission or humiliation. 7.
, T e LT
8.  Freedom of chofce within limits. . 8.
9. Consequences are acceptable. 9.
10." Thoughtful and deliberate. 10.
T. Child feels important. - .
12. CKoice given only once. . 12.
\ only once- .
“13." Uses-action. . 13.
-14. "~ The thild accepts fe§ponsib111ty © s
for his own actions. ? ‘ 4
15. The "adult is disengaged from nega- 15.
" «tive involvement with the child.
16. Based on the qoﬁcept of equality 16.
.“of worth between children and -

adults. ’

17. “Implies ‘that the child can worJ/, 17,
" out his own problems. '

Depends on extrinsic motivation. |
. o s

P

~

Often requires submission or
humiliation..

No alternative pr choice. - '
Punfshmenf is at best-only tolerablé. E
Often 1ﬁpu151ve.

Ch11; fbe]i belittled.

Often involves endless nagging.

Y
, .

QSes talking and coercion.
The adulf takes responsibility for
the child's actions.. .

: g

Involvement 1s)a1wajsvnegat1ve.

Based -on super1or-1nfér10r'relatjona ¥
ship between children ;Ld-adults,
fear of punishment from.a superior.:

Implies_that only an adult is
capable of solving the child's
problems. ~ : . ;

Use}of!Natura] and LogjcéT-Copsequences

Problems 1in qtpe
1. A lég1ca\fcgn§equence may'be viewed as punishment by.a powerful or revenge-
ful child, particularly if the adult also exhibits powerful behavior.

2. For logical consequences to work well there is a need for a good relation-

ship to be developed between the child and adult.
If the adult feels persoffally involved,

friendliness must _be

The relationship and

enuine.
threatened or defeated, 1t will be difficult to apply logical-consequences.

The adult's tone of voice is a critical 1
the child. :

-

3. There is a need for constructive and supportive training ozezﬁf\ii11d to be.

conducted in conjunction with the use of

ndication of his attitude toward
: \ . . .

logical consequences.y This

/

training should be conducted at a non-conflicting time.

4. Encouragement is needed at the time when
As an adult withdraws from negative invol
greater reed for positive involvement.

5. The adult must recognize his positian of

corrective action is being taken.
vement wigh children, there is a
\\\f

N
N

)

equality of value worth with
ts and ¢hildren are the same. )

children. (This does not imply that adul
The adult needs to be abTe to adnit his own mistakes.
\
™~ 1 o=
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| s
ﬁ;ffahen.g logical consequence fails, it is important to analyze step-by-step .
" each action -in the situation to find out where the source of the problem °
" may be found. Often the error will be discovered ;& some component of the
. adult's behavior, -Success or failure depends en how the child perceives
~ the situation. - : : S -

7. It is often difficult to think of an adequate logical or natural consequence
in'a time of crisis.® The secret here is to work on one thing at a time so
that ‘a repertoire of logical consequences can be developed. Over a period

.+ of time.with some.effort, "New Tradition" of relating with children can be
. established. . It is worth e effort that may be required. .
* - <" I . ’ -

L I -
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:?/' . Handout #18'.“
A " PRINCIPLES OF LOGICAL GONSEQUENCES IN DEMOCRATIC SETTING ‘
| 1.  Natural aﬁh~16§1na1 consequences - alternative to iuﬁocratic puhishment;"“\\,

2. Congequbnces are logically connected to specific behavior and specific total
situation. - : _ . :

Ct 3.

. . L : .
+ 3. Respect 1s maintained for righys and dignity of both child and adult.

- 4, Where situation is recurring oﬁe,“sdeh as eating problems, the consequences can
be discussed in a calm moment with the child once. This gives the child the
opportunity to choose the behavior and consequentes he prefers when the situation

- arises from then on. - : ' E

T ) , & St o
There is always another opportdnity given to the child.. This does not mean he

is protected from consequences by a second chance. The next time a-situation

arises, he has another chance to choose his behavior. '

»

v

vy -

6. Action and not words.

7. Understanding the god] is igpdrtant. It is a*general rule of thumb to try to
- rapply "logical ‘eonsequences',in a. power struggle. ;

* . < -
8.7 The implicit attitude of the adult, which may or may not be expressed casually
-,J';gﬁqﬁgpiefly, it that of mild regret that the child has chosen action leading to
L vthgsqﬁb9ﬁ$equEn;es‘but that next time he will probably choose another behavior
"mosf’fh* €cord with situational realities. Thus, the adult's purpose has no
“purii tive unde¥toned, nor is there an implication of superiority. Moral -
- judgment of the behavior on the po]qrigf of good/bad is absent. The emotions
" of the adult are not negative--hosiglity, anger, unhappiness, depression,
" feelings of being abuse ;;d1sappo1 ment. ' S '
_ , . p

/Only one’behavior is handled at any one time. Ng/bther/fssues are dealt with.
For example, 1f the child's reaction i's "to whine! to cry, to shout in anger,
this 15_9;5 right. This is pot the time td try to-correct this behavior. If
it erferes with the conéequences, it may be dealt with, but_gp]y on that

sl

r the interaction, fhe«é&&\;‘Fyaluates his own purpose, behavior and epotions. .-

> AT \
. I /.j
me Pitfalls on the Part- of the Adu::}\\\h 7 ' o

1. Feeling sorry for the child--this may teach him to feel sorry for himself.

2. Giving him a second chance--this may teach him he can get away with irresponsibility.
Ve oo

/ 109450
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3.  Tak1hg'§ pu?:tivg attitude, i’hatience. ridicule, humiliation, shame.’retali- .
& ation--he'11t have reason to be hostile, and he may be learning that to be
: powi%?ﬁT\:§ the safest way to deal with people. '

: - . . a E . .
4., Fearing thé consequence is too easy--it is not nec:;§ary_for.a consequence to

be difficult or unpleasant. Most of them are somewhat unpleasant and uncomfor- &

table, but suffering is not an’essential or necessary part of the learning
process. o S | .
5. Shdwing inconsistency and vacillation, perhaps subordinating the order of the
_ family or.teaching situation to one's own momentary wishes--why should the child™. '
believe you will mean 1t~;he next time? T - . ‘
6. - Working op more than one béﬁavior at the moment. The positive ossibilities “of
the consequences may thus -be“cancelled out by an unwitting reinforcement of the
" child's mistaken goal. ; - L o ‘

.
f'-
REa 2R

7. Feeling guilty--again p; may learn that it pays for him-to feel abused if the
adult feels guilty about him. /i)

8. Too much ta1kig§ﬁsthisﬁllso may be cancelling the consequences by reinforcing
the child's goal. ) . > . . T N

9. 'Giving.ﬁay.to expéhiéncy--at the momeht/it is sometimes easier oﬁ ‘the adult to
punish.or overlook than to take the time and then to initiate logical con-
sequences and carry them through adequatﬁly and peacefully.

10. Expecting standards of behavior from the-child not expected of the adult.

11. Rubbing it.in, "I tald you so"--anything that increases the child's anger {
against the adult decreases his willingness to assess the consequences as
logical within -tHe group structure and also his willingness to be an involved
particlz?nt in the evolving family culture. e

e
y’;:
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:?Act1v1ty #15: Netura1 and Logical Consequences of Behavior
7 . ) . 3¢
" Purpose: to acouaint guidaqce team members w1th an activity that.anfd
h\’, be used with educators or parents and to help them 1mprove o
rdTht1ons%1ps with\Jtudents The. #ocus would be to he]p

s gducators and parents to allow children to experience nature1

-,

and 1oJica1 consequences of . the1r béhavior and thus assume
' .

¢

—

' greater self respons1b111ty.\v/

3. . ‘. ’

J

‘Activity: 7 |
1. This is an activity to be completed 1nd1v1dué11y. 4

2. Each guidance team member should read the parents statements that
describe their child's behavior. After each parent statement, write
the. natural or logical consequence that w u1d follow fyom the
behavior. Indicate which would be .more
experience to develop a sense of self res 111ty and worth.
(Your group may wish to generate personal s ments rather than
those 1nc1uded(}2 this activity. »

Parent: When John refused to do his. homework I just felt 1ike I
shou]d spank h1m and force him to do as I said.’

- -
s

i vy

.

“Larent: When Ann kicked Skippy I just could not help but think
that she was a thoroughly awful 1ittle beast.

r . .
T Y .

A\ e : ‘
S ‘ ‘ -

Ve ' -

i

Pavent: David Was’p1ey1ng at the neighbors. I called him to
come home. He tontinued playing. I went to where he was
playing and told him to come home immediately. He continued

~— o
- . 4 }
] : - o4 ‘ <
. ’ 1()1 : I3 )
ERIC . S . i ‘ .

Ipful fecthe child to Con
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. does not learn, . .
-..——1\ .

[ 4

e

Parent: Seven-year-old Derr;;;7ﬁgver.comp1ete1y dresses.
himself in the marning. Today_he came down frgm his bedroom,
as usual, with his shoe laces untied. I tied them for him.

1 demonstrated over and over to him how to d? it, but he

.

2]

F—, 3 _—

£ .
o £ W} [
:_ playing. 1 gragbed'hih by the haﬁd and started pudTing him T
toward home. David starting screaming and yelling at the~
. "top of his lungs. He also began kicking at me.

~

Parent: Tény.goes around and slams doors on people's f1hgers

or he beats up.on 1ittle gquys who are half his size. When he
does this I féel 1ike.he.is one of the most ruthless and (

T blood thirsty people I have eyér mea;'

S TS

— -
Parent: ¥}§:1d Ji11 to hurry and get dressed for Sunday
J

School. 1 said, "I won't, I am not going; and no one
can make me." ‘ L

Parent: Beverly is the oldest in‘a family of five. Her

fingernails afe bitteh down to the quick. Today, as usual,

I saw her biting her fingernails and said, "Stop that Beverly.

How can you coptinue to bite your fingernails when it makes
your hands look so awful? I never did that when I was
your age." Beverly immediately toek her hand away from

* her mouth, but as soop as I looked away she continued to

biting them.

119 - -



. pavid will stop his work and do

Pdrengiaaéaviddoes not seem to find enough time to get

" his r and chores done. He will start as long as I am

it 3)

¢

within sight but whenever I go aatut.my daily activities
hat pleases him. I have

to come back and remind him or I have td yell at or
threaten him with "Just wajt untio your father comes
home" before he will do a is told. He becomess sullen
and resents me. I feel )‘have-to push him around or
else‘nothing will ever{get. : - '

, .

and educator. The parent' tel

S

After all membérééhave_comp1eted,their written responses
quickly get’ into qroups of th{ee and assume roles of parent
s the educator of an incident

with the child. The educator is tonassist th2 pirent in
identifying the natural and logical consequences. Each
group member should in térn_assume both roles during this
exercise. Observers provide feedback after, each interaction

is completed. Carry the conversation beyond.the presentation

'of the behavior description statement and educator response

- but stop arbitrarily at a maximum of three minutes conversation.
Be aleft to the possibility of sabotage strategies that
the parent may employ to block a, possibility of change in

the relationships with their child. :




N | " N
étivity-"zﬂ; Natural and Logical Consequences of Behavior (45 minutes) | .
‘ * . A | |
1. - The focus of this activity is to hq]p‘educators and parents to
a]]ow’chp]dreﬁ to g«pé{i?nce naturéf and iogica1 consequences of
their 2#hav1or and thd;‘ai?ﬂﬁg,greater self respons1b111ty. |
2. After)ﬁarticipants complete the activity, discuss particjpant ~

responses with the total group.

™

>,
s
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This section on -m\;mmu Rationsle® may'be presented as o
wini-lecture, . If so, thé mterial should not be handed owt unt) attar B
the dm-loctun. '

This section 1s 1nc1udcd for tho guidance toam mewbers to ¢ cilitate
L) pprociation for the under:tandiao and skills roqu1rnd fo parcnt
cnnsultants. \As the gufdance team considers how to {mplement parént
consultation 1t seams advisable to review porsonnolf;lriidy”i‘k::fblo

'*iﬁiho possess these understundings and sk111s for parent consultat ona? f /

i

Typicany counselors, psychoIogists. and occasiomny classroom tnciﬁrs S
have: obuimd special training 1n interviewing and consulting.
¢ ' P
.'/J
. \\\ w
) I

s S




P ‘chﬂd s behavior

v y/ﬂ\)

consux* WITH PARENTSem.
N |

Consulting with parents usually involves four distinct steps.

i .
\F\i rst the consultant has to establish a proper l;e]ationship witjh the
( parent. Next, hé/she has to understand the parent-and hjsM q

~~ problem. -After the consultant understands the prob]erﬁz he/she must
help the parent understand that parent's interaction with the child.

The last step involves reorientation of the parent. ¢

ki,

) o

An Interview Rationa]e \ oA
Mnferview with\ the parent should reveal the raason for the
The goal oMe first interview .is to begin the
) estabhshment of a solid and eorr:tructive counseling re]at1onsh1_p ‘
between consu]tant‘ and pare'nt. Sufficient time should be"anowed to
estabﬂ-sh a re]at}fmship and‘gather the necessary information.” No

less than one hogur is usually required. The consultant first en-

courages the parent to describe the nature of the problem. "P]ease”
*1"1 e why you are here," or "Why did you come to talk to me?" may be
a yood opening statement. 'Or one can ask, "What is your problme?" or
"'Nha@ are you concerned abdut?" : v ¥
Si’ncevthe parents have come for a sbecific purposey’ an unhibited
‘narration of the ch11d'5'/defic1'enc1'es usually ensues; how he/she

N behaves, what he/;he does wrong, his/her conflicts with sibling(s), or

4

L el v
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1) Rela-
tionghip
2) Consgul-
tant un-
derstanda
and com-
municates
3) Parent
gelf un-
derstandi
4) Reor-
ientatior}
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4.

eatiné problems, for example. Somé’troub]es in school may alsd be
disclosed. Because of the paéeéts' spontanedﬁs response the consultant
may fall 1nto the error of 1ett1ng the parent ramble on indefinitely.
The information may be 1nterest1ng but not he1péh1 fqr an understanding
of the child.

Dur1ng the initial phase of the interview, the consultant asks the
parent to elaborate when statements are of a significant ﬁ%ture For
example, the parent relates¥that the child has begun to lie. Lying
meang one thing to one person and something else to another. Whether
the 1y1ng is patho]ogica] or merely a defense against the parents'
unsurmountab]y h1gh standé@ds, criticism, nagging, and fault-finding,
for example, pannot be ascerEa1ned‘w1thout encourag1ng the parent to
e]aborate.“'Th1s may be done by asking, "What did he do when you
2" "yhat did h;gjﬁdo when youd____ 78, The basic and primary ob-
jective of éhe iﬁterQ1eQ with the parent i; to discover why the child |,
behaves the way he/she does. What purpose does the child have in
doing what he/she does?

The behavior of a child does not just happen. Because he/she is
a Fational being, he/she does not merely react to environmental
stimulation, but acts on the environment as well. Action is movement,
and 1t‘1s movement toward something which the individual wants.. The

objective tor which one strives, then, becomes a goal. The doal Qf

seeking becomes related to an individual's perception of the

' 115
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_of the child's behavior. Thi§ i

relationships - ~t..cn oneself and the ;géﬁTe“w1th W “, 1e intéracts.
Thus, the child is not predictable; ;1s/her behavibr dépends_ypgn the
decision he/she makes,.although that child may not be'aware~that Hé/'
she is'deciding what to do. Consequently, the initial report of the

parent is followed by specific. questions to discover the reason for

"the child's doing what he/she does.

The nature of the child's interpersonal re]ationsh1ps\w1th
7

.persons with whom he/she interacts is fundamental to an undérstanding

most never covered spontaneously

by the parent. The consultant will of ssity guide the parent in
relating pertinent information so that thq consultant may gain clear

insight in certain pertinent areas.

{

The presentation on the interview yged in pa?eﬁt.consultat1on
will be distributed to each guidance team member(fﬁ} reference as the
team completes the activities of'this part of the training package.
The Tater;a]s of this part will also be helpful as the guidance team
plans for implementing stra¥eg1es for improving significant relation-

ships in the home.
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Handouts and Activity

The "Suggestdd Outline for Parent Consul tation" should‘&,{stud1ea
for 5 minutes by each gu1daﬁ€é team member to become familiar with the
significant areas for focus on attention during the initial parent con-
sultation. This will enable team members to appreciate the content and
process of the parent 1ntervjew and to be better prepared for the "Parent

~

v
Consultation Demonstration" activity that follows. The activity will

.. enable guidance team mefbers to determine their familiarity with the

focal points of the pareﬁt interview and the ease with which the 1nter-.
view can be conducted given the outline and related presentation. This
exper1ence:W111 provide a basis for designing learning exper1encesf¥o 
help educators and others who mq} be designated as {esponsib]e for

implementing Rarent consultation. ' | ;

-



‘Handout #19

o »
i\ . SUGGESTED OUTLINE FOR PARERT CONSULTATION

In order to gain more information,

reports somg kind

~cant-fac§s:‘,

of misbehavior, "What did you do about 1t?"
_that, one cdn see._the field in which &he child operates and the

one should asi whenever the parent

Knowing

.

purpose of

" the disturbing behavior. Then one can asgert51n the following signifi-

‘1. Under what conditions did the complaint or problem arise?
. At what age? , . e
What has been Yts duration? . . B
o .
2. What you doing about 1t7
Relpte in- detail the interaction.
Despribe an instance or an-episode.
Clarify: What do you mean by that? :
“// Sequence: Child's behavior-parent reSponse<5311d's reaction
371 What is child's relationship to siblings¥
- Position 1n sibling sequence. ¢
Distribution of males and females?
How sib]ihgg are different?
" How siblings are similar?
With whom {is child: compared? hi
Who 1s child most 1ike? '
Who is child least 1ike?
Nature and extent ¢f:
conflicts?
rivalry?
competition? (explain) i/
submission? >
rebellion? 7
active? -
passive? @
4: What 1s the nature of the daily routine? i

How does the
Who awakens
Is he calle
What about
What about
What about

What happens

Describe the

How do¢s the

What kind! of

child get up in the morning?
him?- '

d more than once? :

dressing?

breakfast?

use of bathroom?

as he gets off to school?
lunch hour - the dinner hour (each mealtime

child get off to bed? at what time?

sleeping habits? Nightmares? Dreagf?

117
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5. What environmental/soc1a1 influences are in his/her 1ife?
Relatives
Grandparents - ' "
Other relatives , ~ .
Other people living in house - , » ST
. Neighbors o
How are child's social relationships? ///
Ability to make friends with others? ’/
¢ Neighborhood children? | , } ;
) Adults? J/ |
\ Children at school?
Close fr1ends? -

6. .How does the child respond to tasks/responsibilities?
Chores that he/she is resg;:sible for?

Does hg/she take care of pets?
Does heyshe take care of /her room?
School wonk?
Past times
What is h1§Xher react1on to people in authority (e.g., teachers)?
7. What impressions has he>ga1ned from the family interaction? ‘
Has there beenfany tragedy in the family? o
Who 1s boss? Who makes decisions?
What methods of discipline have been used?
What kind of punishment?
: .- What kind of supervision?
\\\ “  What happens when the family goes out together?
~Na Preparation for going out and special efforts ‘
. What happens when away? - ; : ’ (//
Travel behavior y, M -
8. What is unique or interesting about the child?
, . In what other way does “the child stand out? .
\\, Conditions. under which jhe functlons adequately? ' 1
_-In what way is he/she éy cessfgl? ~ rzy ' ‘
‘What does the child think about the future?
Vocational aspirations?
Other aspirations?

' . | “ B ) 118
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The Interview OQutline Applied

The suggested outline is mere]y a frame-of-reference. Rigid
adherence to the form will resu]t in a merely mechanica] interview,
devoid pf the subtlety through which the consultant discovers the
nature of.the interpersonal relationships existing between pareni% '
_and th11d. An infiexible dependence upon the'oue11ne may block sensi-
tivity to the parents reactions to the interview. For<§kamp1e the
parent may become apprehensive when asked to elaborate uéon his/her
response to the child's behavior. Even though, "What do you do about
it -(the behavior)?" is an essentia part of the interview in proviayng
the counselor w1th valid insights 1 to the parent's relationship with
the child, the consu]tant may accept the parent s actions \~111:t\ou1:>‘\"'!5
~ either verbal or non- verba1 approva] or d1sapprova1 He/she may,
however, point odt.the ;;rent's faulty methods as the interview pro-
)Pgresses. Thus.vunsogpd psychological approaches the‘pzrent may be
ﬁs1ng are 1q}erpreted and reoriented during the 1n1£1e1 1pterv1ew_or
subsequent counseling interviews. v’ }

Even though the consultant is mindful of\eslabltshing a good
relationship with the parent dur1n§ the 1nterv1ee. pe/she should not
take for granted the statements made in answer to the qJest1on. "What
is being done about 1t?" S\ery statement of actio whith is not
' ” c]ear should be questioned, "What do you mean»byﬂthat}” The wisdoh

d#ithis procedure can best be 111&s£rated.by the case of the parent

L

i
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who relates that the child has temper tantrums. To, "What do you do

about Ris temper tantrums?" the mother replies, "I ignore them." This

{s a psychologically sound method of handling femper tantfums. " If such I{

‘tantrums are 1gnored’ihey will decrease~bécause the child feels such
v actions are futile if {?ére is no audience. Therefore, he consultant
was required to follow-up w1th, "What do you ‘mean, you hore them?"
To th1s the mother replied, "I make him get up from the floor and go t “b
his room." This cannot be labeled as 1gnor1ng The mother's action
explains a great deal; the counselor would have been misled hag she/he
accepted without question the mother's first explanation.
‘An interview pattern is useful in establishing rapport with
pa s and for uns74stand1ng the purposequ the child' behav1o
On the strength of the infory t1on gathgred in the 1nter few, thg
consultant g$1ns 1ns1ght and d eper understanding of the cod*j1ct an
a basis for a subsequent § 1nterv1eq%r1th the child. Th Jihil]ed
consultant us;% the out11ne as a gu&de dev1at1ng from it when\the

L

spontaneous verbal and nonverbal communication of''the parents

-warrants it. | o ' S a |
/ L | |

: i
Continuous Hypothesizing

Traditional interview tecﬁh1que is an:extgns1on\of'a c1t£+ca1 .>

model which contends that its Q$cessary to gather a11 the facts

before attempting to explain ehavior. Moreover, we tend to genera11ze ’

§
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from our standardized tdsting procedure that we should proceed in a
precise manner to gather objective information. In this tradl;ien,' B

X
scoring and interpretation come later.

Set this approach aside for other uses. Instead, from“jg‘finst ’

. , : S
moment. focus on.an explanation of behayior. Fpnning cont1nuous hypOr N

theses will be fohr goal. As hypotheses are confirmed or re;ecteq

.others are formed.  The mode is to tentat1ve1y exp]ore poss1b111t¥es

to explatn behayior 7 ' : . . .
\' wow L,

Hypogheses are more than Just guesses. Know]edge of environment,

hyman deve]@p Tt probabi]ity /patterns and the 1ike arS used to makeg
e

edtca d aative guesses-Jhypotheses fhe out]ine pre enﬁed in thet

1nter teﬁ/prov1JES a frameWork from wh1ch hypoth;les can be generated

ra -

4
Th{\out]1ne js based on certa1n assumptions about human bdhav?or
This approach requires the 1ntervgewer to be an act1v{ 1nter- ‘

: pretenwratﬁer than a pass1ve test administraton and recorder.
nzcording Q?1t1ng shgﬂkﬂ be minuna] because 1E\n111 inteS;ere with

\:{‘A‘
;he hypothes1sff;;n1ng ﬁrq\eii

ta\jng

The pre;]ousﬁy described goa]s of mfsbehavior categor1es/age

Use a tape,nehorder instead of note

Al Il

.»." 2’ .
; 7

examples cf gssumptions “that can be dSed to generate hypotheses.

b3
' Wh11e the probab1c1ty of the1r pred!ct1ons may be reasonab]y h1gh, it
is not a per;ect predictor. when an hypothesis is rejectej/}the ”why“

. A § ;
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. approaches.
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The goals for behavior should. beinderstood.
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canff;come part of ‘the next hypothesis." The ways chi]dren f1nd their

place in the home of%en relate to common cul;yra] child rearing

Again,: these pattErns are only a starting point. I

Eventua]ly, the tota] response paxtern shou]d take on a "theme"

that wj}l/allow the interviewer to predict the fundamental direction

in §ucceedﬁhg responses.' "It Shou]d;ffi together and make sense."
. e h ; e

4

1]
’

. - b

Note: Immediate]y fol]owing this audio tape ask the g:iggnce teém

members to move/directly 1nz§i:p? "parént. Consu ta fort Demon-
. AN

-

stration" activity.

(™
r's
41 )
(End of
audio-tape
mini-
leoture).
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-~ Activity: Y“ourylea.er will 1 exp'1a1n the directtons for comple fng

>

~

7 ", : % .
Activity #16: Parent Consultation-Deglonstration - o

1
,\‘}(-‘

Purpose: to involye guidance ‘team members in an exercise ‘that @11 foster

. revigw.an practice (direct or ‘vicarious) of the essential
‘el ts-of a p'ar;eh't"consultation interview.

o . - )

F 3

acti vity} ’ | e
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Activity #16: Parent Consultation-Demonstration (60 mimutes ) AR T

' [6 ¢ (4 : ~“ / : ) o u_ . 4 " ; j.'“ . ‘V/\\- : L .
. ' \ oL g " -t e

" The intent 1s to expose the team memberS(to at 1east one way that - S

parent consultation ‘ctgrview ski1ls cou]d\be Yearned by edicato andf.

others (Sometimes parent or commun1ty vo]unteers serve we11 as parent - .-

- “consultants and should pbt be over1ooked as resouﬁ%es ) _-‘.' ' { : LT
. R / ) ) » ; + ) .
. . ‘ ‘{ . ,* ‘ }’ ' Vd ‘ 6

, - . A ‘ . - . s ) ¥ ,

Procedures » : 5 , R B :
1. Hand out the "Parent Consultation Sunnary" (Handout #20) and the - .’ L

"Family Relationship Index."(Handout- #21) . Each team member should:
complete the "FRI" for 11d with whom they are familiar. “Any" .
question about us1ng the “FRI" shgu]d be answered here. '

o

. With the entire duidance team sitting In a c1rc1e two volunteers to -
— . demonstrate @ parent Gorfsultation interview will be needed. Encourage-
. ment will e nieded - team members should use this as- an
“ -opportunity, to practile encouragement.. -If nece;sary the leader may

N

L appoint role players for demonstration purposes: One role player wilt .. .
, AsSume t/g role -of. parent the other the role of parent consultant 3

“'3. Observers and ro]e players shou]d before’ starting the roﬁe ay agaip’
spend 1ve minutes reviewing the "Parent.Interview Qutline" . Handout
#19) .and the "Parent Consu]tat1on Summary“ (Uanﬂout #20).

4}\\0bservers should useHandou#s/#l&raﬁH #20 1\ step 3 as‘hn observatﬂona1e
guide during the demOnstra on ‘ _ »

' , - a, « :
5. Notes for:Role P]ayers and 0?servers o . ‘Q\“ R f-

=

» A. Thesetting is a first meetjihg e tweéh the pare‘f"iﬁﬂ the
. parent consultant. -The ointment has been,.made by the school
.~ secretary. The request wastinitiated by the parént whastated -«
g that "John 1s gettihg more and more difficult toget to school. . -
) He makes. all k1nd§ of excuses about be1qE sick and, delaying . C e
2 getting ready unt11 it's too late for the bus.. I'm-concerred -
"+ that 1f you can't make school .more mot1?at1ng he s not going to -
get to the senfor high next year." R
- ‘§ﬂ§’ The parént consu]tat1on may after pre11m1nar1es want to use the - ' .»
: FRI at- some point in the interview if 1t seems appropriate '

- ud T

~--€.- If at any time an observer would ke to exchange places with’
| thq parent consultant when“a change of .approach or direction is.
. {dentified by the: observer please encourage this.. - -~

-
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“Qf the data generated by the consu1tation.

b. Role plqy the parent consu1tat10n 1nterv1ew 11m1t1ng the time to a
maximum of ‘f1fteen m1nutes. y

. ggon con¢1us10n all team members should do a quick and rough draft of

parent consultation using the summary form provided
2 ,
After the minutes for writing the summarias’ open the group for dis-~ .
cussion of what was learned from.the demonstration. Start first with
comments from the ro1e p1eyers then the observers

cma P
- N

'Feedback has two foci: o _" ';f '3'.‘ . ; d'

&

_A; the process of theqparent consu1tant 1nteraction.

-

[
L .

_ Note?v Solicit particularly the specific observat19n51 descriptions of

well used dﬁest1qn1ng,by the consultant. A1sp review the "feeling-
tone" of the:1ntervjew; i.e., the degree of mutuq1 respect, Shared
| _responsibility, etc. : > .
ﬁ You w111 want.-to be very fam111ar with both handouts that accompany
\this activity, Be prepared to. ess1st team members  in understanding

the relevance of obtain1ng a tota] p1cture of the students behavior:

;ﬁ

rather than focusing on the 1mmed1ate situation or presenting

-

problem. | S

y
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Handout . #20

]

[ RN . '

Name ) ._ ” _ Age M

PARENT CONSULTATION SUMMARY .~

Problem L )
v ; —

‘

oy — .,q. "
ki

h._ChT‘Id Behavior ~-¢:__:f“:Parent Response

. e

4

*sitjing Relationships: . N

, VL
Al
‘ ‘Daily Routine: ot

0 oA

7 Aa- -
«
- ! : M

Enjvfrohmenta'l/SoC*lal ~Influences:

T %
.
«

~ )
, B
¥

.
-« - v

sTask Respbnsibilities: .

N

« . . .
4 « .

% Family Interaction: . S
YR S o
. ! g . L ' ) ¥
! Unique Characteristicsy
\.v".. . ‘ » . 5 .
<
, R

ChiTd Reaction .



‘ - Handdut #21 - ¢
FAMILY .RELATIONSHIP INDEX (FRI)

FamiTy Name - — Father Mother Date
Address ! — Telephone
Children - by age - oldest first L g
1. . Sex__Age__Rating . 4. ‘.. _Sex__ Age___Rating_:
2. ' Sex _Age  Rating 5. | Sex__ Age_ Rating -
S . o™ ’ ’
3. Sex Age Rating - 6. Sex__Age__ Rating
_Ratings: 0 - No Problem 2 - Moderate Problem \ Cannot Rate .
; 1 - Minor Problem * 3 - Serious Problem S
. '-‘;‘."a?.
. : » S N
. 12 3 45 6 - : © 1-2 3 4 5 6
1@ Getting up ' : 11. Fighting , _ ‘\ ‘
2 Bathroom L 12. Dinner : /’“
3. Dresstng’ 171 ’ 13. Cleanliness
" 4" Own Room Care e 14. Losing Temper
5. Breakfast | | | | | 4 | 15. Teachers i
. 6. Getting to 1 "o 16, Bedtime L
School 1.
: . 1 : 17. 'S1eep1ng .
7. Car Behavior ] R Habits .
8. Damages ’ N 18. Lying
Property : e - -
. T : 19. Money . .
9. Chores- _ : - -
' ’ +— J —— " . 20. Lonelirness N )
10. School Work i : 2 S E RS
: o ' U . SUMMARY’
» Additional probleans: . R .

1 2 3 4 5 6 i | o 1 2 3 4 5 6.
21. - T T ~ x| IR
22, - . j 1 | 0 ]
23. | ] .

S - ‘ ’ - n 2
a ’ ‘ ) - . _ ’ . \ 3 A
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Beyond the parent %onsultat1on; parent study groups or family meetings |

might be ut1lizedlas add1tﬂona1‘ﬁptional “strategies in training and imple-

mentation w1th1n the school. The pr1nc1p1es df%cussed earlier, natural

and logical consequences and ch11d rearing: guides, might be reviewed because

such principles are the ultimate focus of any 1nteryent1on with the

parent - including conqultat1on,7;tudy group, or meeting.

\_ The followiné content on "Parent Study Groups" may be used as a brief
" mini-lecture or/ggy be assigned as reading material. If it is used.as a
'miniulecture. d? not hand it out to the part1c1pants before 1t is presented.

After the presentat1on the material may be given to part1c1pants for future

* reference at your discretion.
LI

/
o
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N out11ne or The 3r

.Jmembers help oneafnother by sharing the burdens of ignorance and
v o

J‘guﬂ?t’ﬁs well as _shar1ng 1deas of a'It»ernate ways of perce1lv1npg and

- Corsini and Painter.“

Parent Study Groups‘ ¢

Requests for assistance 1n 1mprov1ng interpersonal relations
frequently come from parents who are frustrated in the attempts to raise
th11dren who are resgon;1b1e, cooperat1ve and resourceful. Request
can frequent1y be grdﬁﬁﬁd and addressed Tn a study group Such
group1ng 1s used with . the assumpt1on that the ‘ﬁterpersonal prob]em
grows out of a lack of 1nformat1on rather than 111ness or some psych1c

phenomenon. ' The group a]so assumes that there 1s cons1derab1e i

commona]it{}dn 1nterpersona1 problems anq that there is s1m11qiltzJjﬁ

behav1or patterns ﬁrom one fam11y to the next. Group 1earn1ng also

assumes. that’ theqp are reg urces ava11ab1e in, the group. that group -

o1

v

responding. \

R

~Parents can useﬁ:;;ource books such as Children the Challeng;_by

Drezkurs and the leader can use the: accgmpany1ng tudﬁ Group
Leagers Manual by So]tz The So]tz”legger s guide presents the E
/ ’ '

characterist1cs of a group 1eader, characterist1cs of a group, ways

of gett1ng started, the out11nes for the ser1es of sess;>ns and key*

se Raising
D1nkmeyer and- McKay wh1ch 1nc1udes a 1pade;

quest1ons for each chapt'r Other parent study groups

a Respons1b.e Ch1]d

ical Pareq&, ABC's of ChLAd D%sc1p11ne by~

,ﬂ\ , f> o _ e N

A % 7 : LI
S 22 .o
A Y . -
152 ;

8
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*::::> However. at this writing the best structured mater1a1 for study
group use 15 Systemat 5 ra1n1ng for £ffective Parenting (Dinkmeyer

and McKay. 1976).. Patterned after the well received DUSO kit, the

. u'

SIEP k1t conta1ns a leader's manua] wall charts for each 1esson.

-9

Acassette tapes for eath 1esson and a’ parent 's handbook (text) The

nine 1essons use the fundamenta] Ad]er1an principles accompan1ed by the
YTy ,s.‘eﬂ"\'

communfi§t1on processes of Goraop s Parent Effectiveness I;g1n1ng

A3

(1959) T

. -

N des
%% "5\,1'
Leader ReSponse and Focus

| . Nt
o 3 . v . @ A
Just'£§\a1 behavior is purposefu] the parent study group

8,

»
Y .h

leader respon e statements are goa] directed Lezder attending and

L)

.respond1ng are directed at ach1ev1ng group goa]s The leader's

i

teoﬁ fques us!d 1ﬂlhesolvfng problem s1tuat1ons. and-agguire a -

v

E

e},;,?sense oﬁ—usefuTness tn he]p%ng others The leader-does not need to

“bé consc1ous]y aware of the intended outcome for each separate act of i

'
attending or respond1ng Neverthe]ess, the 1eader should have the

YL ggals of the segsior 1n m1nd Ee a’are of ihe 1eader s facilitative

role in a democrat1c group d be consq1ously aware of strateg1es
"”? - M

jt.goa]s of a smudy group e
. S .'t
. A Iy ..
L : v RN »
M "5. K \ ) . o
Iy :ﬁ “; ;
v - . ' & Lo d b B ‘i " »
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A study group session may begin without leader intervention,

: o
. usually in the forR. of casual conversation\among members revolving

around the behavior of children experiences growing from the home- ;

work assignment. or issues growing out of reading assignments. CIf

this occurs, there is a strong 1ikeliho6d of two or more conversations
occurring simultaneously and the leader ’:eling guilty about short
circuiting moaningfu] dialogue to initiate a "lesson" that may be -

ess directly to the point The leader can handle this di]emma by

announcing "I'm really interested in the conversations that are going

on.- Perhaps we can all focus on (Group A) and will pick on (Group B)

A4

fater." If necessary. repeat the essence of content or feeling to

‘reinu ate discussion: Some possible repeat statements:

EN

"You sound roaiiy excited about\i:ur success.

ay &
plnd that an action could have more than one goal and. it was i

‘ Einfémifhard to decide which.”

The ‘group may not start. spontaneousiy As ﬁeader you have
several options for initiative at the beginning of a session You‘;
may begin wilh bomewornggr with the readin assignment The h@me- -
work assignment will. tend?;o ‘build continuity from. one session to the

4. \‘ .
next. It aiso gives memﬁe?b anigppq;tuni y to repoft success which is
5

an encouragf/' e%%erience An open Tead to the discussion of home-

0 VL T ekt peoow o T b7 2
L - L cggﬁi

-y \ 15,-*» A
et L ) & P

.

(e : . g A" .
work might be: . i4 A AN « Lo
I & ) ™ N ‘.‘~. .. ‘3 '
?what happenhed when you used &n uragement?" . :
-~ N ! * ~ . @ ,’, : % .
‘5\ . £ t .,‘ ’ A B ,n‘ ) n ‘ , Q; . h Y L4
. . C e s «s, ELER o R .

v
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This {is an open ended questiig and: most any outcome is possgible.

The open question will st1mu1ate'more discussion than a closed gues-

tion, one that can be answered with a yes,wno or one word explafationw .

A closed question carries with jt implied messages of assumed incdpa-
bility and gu11t for a negative respgnse. If the member reports-a

negative eip%r1ence the leader can st111 be a winner by responding in

terms of open ended statements of courage. "
Y

"what can we learn from this?" R i
The pronoun 'we"  signals that the 1eair 1s an’ equa] in the

group a;dfthe focus of the group is: on 1earn1ng and mutua] helpfulness:.
ﬁ%i ence is often an effective response It'is necessary‘to ' Q&

a11ow/members time tg think. G}xen such time, each member will be

ab]e to 1dent1fy someth1ng learned from the experience of other

‘ members A peiﬂod‘of silence that seems like an eternity to the
leader with "right" answers is- 1n réaTity only about SEQSeconds,
"Group members can be counted on to fill the vo1d of’ silence. And%

the1r thoughtfulness will produce more 1earntng than a dozen "right"

answers.f , o ’ . ' a ,be

e Goncreteness or using incidents of- behagior “to 11lustrate a - ,
\

‘teaching po1nt is desf?ab]e 3hd 111ustratfve situations are he]pfu]

S1tuations from the 1eader s fami]y may be used in the 1n1t1a1 stage

> as se]f dishdosure and mode11ng butwmay becoﬂﬂ counter product}ve as X

o
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e
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&
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the group prOgressec.‘ In -the later fessons members will want the -
opportunity to receive help with persona11y relevant sttuatione. |
The 1eooer may wish to build comfort or excitemeént in the group.
Comﬁort will usual]y be sought dur1ng the formation stages of a group
or with mémbers who are_particularly d1scouraged ¥§evera1 st#ategies
build comfort. Suppose that a member" says, "Well, I tried to use *
encourééement but I'm afra1d I didn't get vary far. | tr1ed to'1nVo]ve
Mark in the Saturday chores but he just wouldn t copperate so I dfan\t\
J’have anything to encourage.' ' ' . &3
" The Repeatc; "You tried ‘to use encoqragement but had as hard time
finding the starting p]ace " A repeat/iets membe#s know theyvare
'heard gives them a chance to hear themselves, and gives an
opportunity'for correction 1f the 1eader has perce1ved 1ncorrect1}.

Pairing: If another meme has previously reported a similar

situat1on; "Your experience was similar to " or "Both you

~and - had trooble f1nd1ng soTething to encounage."

M1sery does not 1ove company but people do-

A"\
-
L ]

R
Re§pond to Content The "repeat“ above 1s a content response .

* because 1t paraphrases what happened This is more comforting thqx
a_regponse to,;ee]i wh1ch will be tl]Ustrated later.

5" gﬁpgng_ "Given an opporf“”Tty most peopTe'W1]1 gﬁadly te]T‘yoq

| about thei?‘oﬁ%rat1o nd i the procesé %1ﬁﬂﬂﬁy the s1tuat1on "Ean '

RS

you\mvé "hore\about your S’athrday morgang?"" "What did\?ou try~ to

‘-

L) * -
;. ERI e 1 ’ ’&' . W e : '
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“The member senses a genuine interest and the desive of others to.

be helpful.. The leader may wish- to bu11d exci tement either with the

member or thg\e2;1re group. The same $ituation presents the opportun1ty

Act1on Response: . Once a basic re1at1onsh1g exists between the
leader and, -group as well as among group members. the 1e/der may
. C T, I
make action responses. The basic relationship means that a supportive

atmosphere exists and the response will not-be perceived as criticism

b

‘of a put down. . .

‘"What would you 1ike to do about {t?" "You've decided you're not

going to put yourself in the same situation agatn." .
i .' ' * J\A\.

Feeling Response: Like aetion responses, feeling responses are

more personal. To jdentqu the feeling, think first in gross terms of °

pain and p]ee;ure and then narroﬁ to the more specific feeling. f"Ypyl

were really pretty discouraged at not being able to get something going."
/

"Were you annoyed?" Again, a wrong guess enables~you to improve your

a

mark.

Ask for an Explanation: By comparison--why guestions are more .

exéiting,than whet. when or where.questions. Why gquestions demand an

explanation. "Why cbuldi't yoi find one good thing that

was doing Saturday?" “"Why did you w§1t until Saturday to try the

encolragement?" - : N ‘ '
*.

Campare the -feeling tone,@enerated by the above quest1onS'w1th

. ©T Vtite more comforting “when—qid.you start on.Saturday?" "where;were

3 : . . . -

¢ - v . .

RN

...........
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you when you tried to use encouragement?” "Who was present?”, In

general, "whj”;gug§t1onsvare probably to be aVoidediby thelaiscnssion‘

; ggggPi1gd§g¢gbq§?3£.occé§1onAthéy will fit in with your goals.
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L Activity #17: Parent Study Group Feasibility i
- \ K . \
,. e

A

N ‘ L - ~ '
~Purpose: to provide participants with an opportunity to determ1nevthe
| feasibility of plreht study groups in their Specific s1tuit1qns.

e~

-’

.Activity: ] Y -

« Working individually, answer'ﬁhe folloﬂing questions:

1. Are parent-study groups feasible in your schoo1?

A
P . . - . ~ b4
j , -

,\- } ’ ) ’ ) ’ . ﬂl‘
2. _Who might be responsible for such a service?

i
LIS

~

. ' \ .
3. What skillsvare required to run such a group?

; . 1‘ l - o T

~

1

4. What is the first step in initiating such a group?

What obstacles do you forsee for such a group? - ¢
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THE FAMILY -

s

[f in order tQ provide an 0pportunity for truly democratic re1at10h-
ships to be develoned in. the fami]y it isZdesirable to incorporate the
fami]y meeting When children have a voice in family ‘affairs it
promotes responsib]e behavior ané\self ddscipline Parents and a

3\

chi]dren should participate in a decision making process that will

g

i yieio decisions that wi]]’effect each“individuai fami]y member's life.

Therefore, fami]y members will need: .”'~ ) T -

=N

1. The time and 0pportunity ég communicate your ideas.

_ 2. Feedback and_reactions- from the members of the family.

e\ '
3. The commitment to invest time in'tﬁmm:nicating and processing'_

/

feedback on a reguipr basis. S . .
%

v éﬁwﬂc The wiiiingness to take ind1vidua1 responsibdiity for defcisons

] Howiier. in interpersona] reiationships 'no one berson is ever "the L

agreed upon;

7 . t

Prerequisite An. Equa]ity Perspective

Perhaps the idea that each member in the famiiy is equa1 to a11

others will make more sense 1f we consider exactﬁl what we mean by

‘ .

equa]ity Nhen/we were taking mathematics ‘we 551 1earned that two

I d

-

' plus two equals foun ”Eqﬂai" in this sense_meant "the}same as. \‘

o % . PE

f
¢

' same -as" another. ‘Each- has his/her own ta]e ts, capacit}es, concepts
N o . ‘ . e .

.»’F
{ z . /
. ' v . |
4 . ‘
. . -~ '.
2 ]30 :‘, v . -
- ’ da. bl
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Glving
children
a voice
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Can famzly
- memBers~

" feel ..
qual9 )
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] means that eachcperson respects the right of others to choose and at

sl

’ -

.‘.-

A -
. the. fami]y are doing m their: day by day 1ives. As each mamber Ts éa N
%11owed to re]ate to ar top1c, theych ave a un1que opportun1ty tll "‘f o
" exp1oce ‘and’ c]ar1fy the1r persona] va]ues s - “- "
PR R A
{ : ¢
" L. . “ “ ;) L
3 g L . ~ i T - T
/ el T ) - N 3
o I ’ . R
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equality misuse. the famﬂy meet1ng as a new - nﬁn) f‘or ”'I‘ectur'lng a :

- I R R
o 7 ﬁ, - ,5 o : _ Y f :$\« N w
.( ‘ . . (\.’} ) ) :,: { ﬁ\ ‘ 4 B .:;
s . s v, ¥ ‘e
¢ - - * Y ‘ coe
and approaches Nhg% each and every 1nd1v1dua1 does haye in common 1s
" the rig_t to cthse the right to decide, - This As the basis for Y
. . s e &°‘ ot L R
equa11ty ’ R S A ‘, ' .-

”

Respect fonbthis r1ght to choose what,one will doc this right to-
This .

Y

dec1de for onese]f must be the“foundat1on for family meeting
1t means’ that no

dec1de for another what she/he w111 do, nor has

the same time respects h1s/her own right to decide
‘one has the r1ghtg§p

she/he the ob]igat1on to accept 1mp6§¥t10n of another’ s decisﬁon
Unfortunately, parents not sk111ed in thinking in terms of .

°°P\‘Ye audience -or . for 1mpos1ng*the1r desires upon the ch11dren., ft x:'

becomes a new g1mm//k for controlling or sett1ng ru]es

Productive fami]y meetings must be mot1vated by the desire to <~;
B

1mprove relationsh1ps. share - responsib111t1es and tru]x enjoy “each

Positﬁ?e ;

Th1s 14 a

other .as members of a family (Dinkmeyer and McKay, 1973)
4

feelings as well: as negat1ve concerns shou]d be - expressed

un1que settfng «for - ustening and,derstandir@ wha’t othen members of -
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;SDeVeTogFental dﬂg Corrective Goals »'“a % r,’ IR : ' .f

/SaThe griwy purp‘ose er axsing family meei;ings is to facilitate :

,/
positive apfly interaétion and promote individual memberigrowth

1

Study groups that teach “effective parenting" tkills often include the
¢

 family meeting as/one component of their program The vstematic
' Training for Effective Parentingg(Dinkmeyer andJWcKay, 1976) program

includes this vehicle in lesson .8. (Chapter 8/’ Parent i~Handbook)

' ¢

The family meeting can also serve as a technique toahelp families,

~. .

especial]y one member of a famiﬂy, degal with s8me disturbing aspect -

of their 1ives. The family m%eting can serve as an organizer for

corrective action being.undertaken "treatment’pian" in progress can

- be monitored through the family meeting procedure Often the family
meeting is part of a treatment p]an that needs a problem solving
and/or a communications process. Behavior modification contracts can

" be negotiated, implemented,'and monitored via the family meeting.
The opennéss and mutual respect fostered in the family meeting
allows even behavioral contracts’to be more effective.

Inttiating family meetings may not be easy for some families.
lbrevious‘family stances by one‘or more members may interfere with the
process. In some instances a consultant will be necessary to model
appropriate role behavior for one or more membens, structure thé
.events to insure step by step success, and hold post meeting
counseling sessions to proceSs.the family members' feelings about

their expgrience.
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S0 Handout #22°
A . -THE FAMILY MEETING

b

1. The family meeting is a regu]arly R 6. Take time to recognize the good

scheduled gathering of -all members of things happening in the family.
~ the family. Its purpose is to dis- " Encourage each other. -
 cuss ideas, values, and complaints and T : N ‘
to plan family work and:play. 7. . Ptan the amount of time you will
' ‘ L § Meet, and stay without those

2.7 The family me

Y

tunities for:

eting provides opﬁor- . limits.

a. Being heard. ) - 8. A1l members participate as equals.
b. Expressing positive feelings about . : Lo ‘4/(
.one another and giving encourage- ~ 9. The family meeting is not a "gripe"
, ‘ment. - - ; session, but a resource forysolving -
’ + ¢. Distributing chores fairly among. problems. ' o
~ members. ‘ o . s )
. d. Expressing concerns, feelings, 10. Focus .on what the_group can, do )
and complaints. . ‘rather than‘gnJWHi%ngny spe member
/ @. Settling conflicts and dealing - - ~ .. should do. . , N
. with recurring issues. - : L . ‘
f. Planning family recreation. 11. The goal of the family meeting 1s

R : . communication and agreement,
3. Rotate chairperson and secretary. _ - , ' o >

A ’ : : ® ¥2. “Follow through on agreements.
.4.. Parents should model the communication ) e

-skiT1s.of reflective 1istening, I- 13. .Try to see and understand each
messages, and problem-solving so the other’s points of view.
children can learn more effective ways . . '
to communicate. ¢ S 14. At each_meeting:
‘ _ g a. Read minutes reporting topics

- 5. When progress is blocked, pinpoint the and decisions covered at the
real issues (such as a member's desire . _previous meeting. * ;
for winning power, control, or special b. Discuss unresolved issues -
privilege). Do not be sidetracked by and/or decisions which may need
side issues such as a chore or specific . "to be changed. ‘ o
event. ' c. Bring up new business and plan

‘ family fun. .
d. Summarize points considered and
clarify commitment.

Dinkmeyer, D. and McKay, G. D. Parent's handbook: Systematic training for
‘effective parenting. Circle Pines, Minnesota: Ametrican Guidance

Service, Inc., 1976. “
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Handout’ #22

-

Gu1de11nes for Family Meet1ng_

‘1, Mcet at ‘& regu]&r]y schedu]ed tjme

¢

’ ‘.
»
' - A
. N .’

) < v

. 2. Treat a11 members as equals Let 2. Dominating by‘ﬁembeﬁs who believe
| everyone‘be heard thHey have .more rjghts.
3. Use reflective 1stentng-and T~ - 3. Failing to 1isten and to
messages to encourage members to ., " . encourage each ‘other.
_ express the1r fee11ngs and beliefs Iﬁ, NV
/ c]ear}y ‘ ' L
-4, anpoint the-Peal issues. \Avo1d 4, Dealing with symptoms (such as .
being sidetracked by other issues. bickering and quarreling) instead.
) of the purposes of the behavior.
5, Encourage members by recognizing the 5. Focusing on complaints and
‘ - good things happening in theé fam11y criticisms. .
6. .RemQMber to plan for family fun and 6. Limiting the meetings to job
recreation. distribution 'and discipline.
7. Agree upon the length of the meeting 7. ‘Ignoring established time 1imits.

and hold to the 1imits established.
Post

¢

8. Record plans and decisions made.
the record as a reminder.

™

P1tfa11s to Avoid |

.I'."

o)

... meeting times.

Meet1ng only to handle cr1ses.
skipping meetings; changing

g

-

Failing to put agreements 1nq/) i
action.

'Systematic iraining;for

- Dinkmeyer, D. and McKay, G. D. Parent's handbook:
Amerfcan  idance

effective pargnt1n2. Circle PT ~s, Minnesota:
~ Service, Inc., "
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, Purpose: to pr_?ide/pdr ¢ipants with an opportunity to determine

of family meeting in their specific situations.

~ Working 1nd191du1119. answer the following quesfions:
Would family meetings aid some student of yours?

A :
/'/ ’
ks ,//

2. What skills Qou]d you need to acquire or improve to facilitate such
" ‘meetings? | _ |

3. What is the first steg:for initiating such a meeting?

[

s !

4.  What obstacles do you forsee to such a meeting?

;i '
T F
.

@?
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Activity #18: Family Meeting Feasibility (30 minutes)
After all members have completed these questions, lead a brief
“discussion integrating various participant responses to these issues.

( - -
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Activity #19: Adage Cards - Parent/Child Relationships

AL

AN

. - _,f ‘ ) v -
‘Purpose: to review and evaluate the knowledge and application skills

acqu;red‘by participants ? | 3
a S |
. . ; : * : ", Kz} K ) \>
Act1v1ty° N o

1. Form one large circle.

2.  Your leader will distribute adage cards to you and will provide further

1nstruct10ns
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Activity #19: Adage Cards - Parent/Child Relationships

The purpose of the activity 1s to review and evaluate the know-’lodge

- and application skills acquired in thfs section.

1. Form iarge circle with total group. Distribute Adage Cards to total

group.
e

2. Each member exp1a1ns the meaning behind thé adage statement.

3. Group members may suggest additional meanings that the adage has.for’

~ them, anihd team members to utilize the encouragement brocess when

{

responding to each other during the exercise.
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ADAGE CARDS: SOCIAL EQUALITY’

" "ADAGES FOR FOSTERING SOCIAL EQUALITY - ' o -

s AR

Perfection fmplies a f*ne]ity which: does not fit jnto 11fe. and e11ows no room for :
1ife's unfolding.

, e
' 0n1y uhen we stop figvﬁing in. life, do we 1et our potentia1s unfo]d -
’ He become free if we trust ourse1ves :
- We make our wxperiences eccozeing to our goe1s 1n lifel

| In an autocratic society the deed and the dger are identical; in. a democretic
‘ society we must distinguish between the deed and the doer.

Over-concern with responsib111tsvis~eved1ng the real responsib111ty;

We can only be “obJective" 1f we fool ourselves because-our personal bies makes
us look at things as we want to see them. . :

Our emotions the steem which we give ourse1ves in order to prope1 us-1n the ‘ g
directioniwe want to move.

Eﬁotions are our tools with which we ere,eb1e to follow our personal convictions.
w - N

Man is not a s1eve of emotion. He creates them for his pruposes.
Love is wonderful. but 1t 1s not enough \vae with respect 'Is the optimum
Fear is a misjudgment doubting our eb111ty that we can hend1e » situetion ) ‘//

Fear does not avoid danger but 1nv1tes it. /[/
L4
Tension is the anxiety about one's place in-1ife. (//

Logic is a prostitute. You use it as it suits you. Logic is not related to truth..
. | v -
No habit is maintained if it loses its purpose, ¢ ‘. . e

- : L N

Security comes.from a feeling of -béing worthwhile. | o

Mistekes mean defiance in an autocratic culture. - , : _ .
. oY
Ne are concerned with the lower.and higher status, n. society through mekin? mistekes -
. making fewer mistakes makes us. higher. meking more mistakes makes.us
r] ~ :

If you are afraid of meking mistakes, you will heve no spontaneity 7
{ Social interest means a fee1jng of unfon or communion. '

.Fee11ngs\of inferiority are stimulation for all men/wemen. : T

Ld(J‘j |

| ) N
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u. never cowponsatc but w onr—conpensatc. ) , - /
knbitwn is ofton in dicpgt uhtion to the dcpth of the 1nferior1ty fuling.

)
" have no ubition.‘g means "I don’ t enjoy doing it." Yy

£,
Ho can ‘lcé from our mistakes only if we are not afraid to make m\Etakes

It {s ‘never you who is doing something tq the other, but you th‘ink tis always '

“the 0 tw:m who- makes you do tt to him. - ) - | :
LN° poq'son can'give the 1mprcssion of being Hice-]ﬁoking unle.!'s that person kncﬂs o/
she/ho is.. 5
If yoyeol 1nferior you push Qomeone else down. '
_Ho can have .hmnony only among equals.-
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. and he1p 1n this area.l .

.students de};;e

,others in t

THE LAST WORD ., *
. LA . ' : : .
' LW W, A L. ‘
nou have'now GOmpleted“a-training packag;i?estgned to improve your

ab111t1qs\to facilitote effective student relating skii]s at schooi

"and in the home .- we trust that you have benef1tted from this staff /

deve1opment exper1ence You may wish to consult the resource 115t '

and the b1b11ography at the end of' this module for further 1nformat10n
s T v / )
' Accord1ng to our recent comprehens1ve need; assessment study,

to be" more eTfective in reJating wWith significant

helped you to cons1der some techniques and strategies for fac111tat1ng

\ f

their efforts to become .more- effective AN
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Drefkurs, R.. Ma1nta1n1n sun

~—The 1\?llow1ng books are h1 ghly reconpended for reading by persons

' w1sh1ng to do durther research 1n the area of "Re]aﬂng w1th S1gn1f1cant -
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DDeﬂcurs}. R!“’Childrén" The challeng_. New York: Hawthorn Books, 1964,
oy .

; in.the classroom. New York: Harper-and

- Row, Publishers, v . ' ~
. I~ ' . - A . .
Dredkurs, R. Psychology in' the classroom. New York: Harper and Row, .
Publishers, 1968. = . , I . .
- \.‘..‘ ' ’ ) . ) e e -

o e , ‘ - L . -
For f_urt‘hgr resource materials; refer to tﬁéﬁmbljography included
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